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Abstract
This applied case study explored the role of food education and its potential to nurture the lives of
children who may experience disadvantage socially, culturally and economically. The research concedes
at the outset that the role of ‘food’ in education is complex, that schools do not deal with curriculum
matters alone but also with social justice policy issues, and that school-based ‘food poverty’ policy
interventions to date are broadly motivated by nutritional concerns.
The research was informed by a critical pedagogy perspective using a collaborative enquiry design
focused on individual and collective agency at the school level. Multiple theoretical and analytical
frameworks related to constructivist learning methodologies, educational psychology, and critical social
theory framed the study.
The research intervention in the inner-city DEIS Gaelscoil was at the invitation of the Parents’ Council and
staff who collectively identified an urgent need for healthier eating practices and a shift to crosscurricular pedagogical practices to meet educational targets in literacy and numeracy. An Integrated Food
Edu-Care curriculum module was collaboratively developed and delivered in Irish through weekly class
sessions and field-trips. The integrated Food Edu-Care curriculum module consisted of; sixteen food and
cooking lessons, a collaborative Hot Lunch Experience (Pedagogic Meal) and the creation of a ‘Foodbook’
as a class project. The curricular areas included in the integrated Food Edu-Care curriculum module
included, Mathematics, Language, Social, Environmental and Scientific Education (SESE), Social Personal
and Health Education (SPHE) and Visual Arts.
The outputs from the research include an Integrated Food Edu-Care Pedagogical Guide for teachers and
Pupils’ Activity Workbook, an ‘e-Foodbook’, educational videos, flashcards and posters in both English
and Irish.
The findings indicate that using a collaborative, experiential, caring, active and integrated Food Edu-Care
curriculum module has the capacity to reach all learners and to build on classroom relationships, thereby
facilitating social and emotional learning particularly in the area of self-efficacy and social skills. The
research confirmed that such a curriculum module can incorporate seamless compensation for missed
life chances and for on-going disadvantage.
The thesis recommends a fifth domain of emotional and self-efficacy development needs among primary
school children which is better facilitated by systemic policy change to school food provision and
integrated curriculum with target-free pedagogies than by narrowly focused, targeted initiatives for free
school lunches.
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Chapter One: Introduction to the Research
1.1 Genesis of the research
This research resulted from a direct invitation from the Parents’ Council of an inner city
DEIS designated primary GaelScoil, to the Head of School, Culinary Arts and Food
Technology in the Technological University Dublin (TU Dublin), Cathal Brugha Street in
November 2018 to explore the possibility of the university working with the school to
develop a Pilot Food Project which could link in with the senior curriculum and which
could also boost healthier eating practices in the school. Earlier that same year, the
researcher had won an externally funded research scholarship in TU Dublin to explore
the role of food education and its potential to nurture the lives of children who may
experience disadvantage socially, culturally and economically. It was decided that the
research could dovetail the school’s needs. In that way ‘food’, ‘education’ and ‘care’ in
the context of ‘disadvantage’ formed the framework for the research in this thesis.
Musgraves MarketPlace funded the PhD element of my research through scholarships
to TU Dublin related to aspects of food and nutrition through education. The request
and timing from the case study school was fortuitous and integrated well with work the
researcher had already started earlier in the year. It also chimed with the ethos of TU
Dublin and its commitment to community links in areas contiguous to its campus sites.
This chapter outlines the research aim and objectives that provide the underlying
rationale for the study including the research questions that guided the work. The
context for this research is further elaborated to provide an overview of the
environment in which the research took place. The researcher’s philosophical values are
explained to understand the collaborative enquiry paradigm adopted in the research
process.
The deliberate delimitations to the scope of the research are explained.
The chapter ends with an outline of the contents of subsequent chapters.
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1.2 Research aim and objectives
The overall aim was to determine if a specifically tailored ‘food literacy’ module that is
integrated into the curriculum had the capacity to encourage healthy eating patterns
among children, to nurture childhood agency around food choices, and to increase their
cultural and social capital in spite of socio-economic disadvantage.
The research questions emerged from the researcher’s awareness of the ever-increasing
social problems facing children from lower socio-economic backgrounds who are some
of the most vulnerable of an already vulnerable group in Irish society, combined with
needs identified by the case study school.
The specific research question agreed at the outset of the research project was:
Is ‘food literacy’ in the primary school curriculum a valuable component of compensatory
cultural and social capital in the context of disadvantage?
The research aim and question were amended during the research process from ‘food
literacy’ to ‘Food Edu-Care’. Food Literacy as a concept is not clearly defined in the
literature and it was regarded as too narrow a concept to embrace the wider scope and
multi-faceted intent of the food and cooking module within the DEIS Gaelscoil. This
research was concerned with food, with an integrated curriculum in education, and with
‘care’ as a combined concept defined as Food Edu-Care.
Food Edu-Care as defined in this research is a creative, nurturing, integrated curriculum
module for everyday learning in schools. The integrated Food Edu-Care curriculum
module consisted of sixteen food and cooking lessons, a Hot Lunch Experience and the
creation of a ‘Foodbook’ as a class project.
The redefined research aim and research question then became:
The overall aim is to determine if a specifically tailored ‘Food Edu-Care’ curriculum
module that is integrated into the curriculum had the capacity to encourage healthy
eating patterns among children, to nurture childhood agency around food choices, and
to increase their cultural and social capital in spite of socio-economic disadvantage.
As a question: Is ‘Food Edu-Care’ in the primary school curriculum a valuable component
of compensatory cultural and social capital in the context of disadvantage?
2

The strategy to explore this question included the design and implementation of a pilot
curriculum module as follows:
Case study of a collaborative, integrated Food Edu-Care curriculum module for a yearlong pilot with fourth/fifth/sixth class teachers and pupils in an inner city DEIS GaelScoil.
The sub-questions within that aim were:
1. Can education around food compliment the core curriculum in primary schools
and nurture edu-care needs?
2. What type of teaching and learning works best to nurture agency around food
choices?
3. Can the food education module help to increase social and cultural capital of
children in DEIS schools?
1.2.1 Objectives of the study
The specific objectives of the study were to:
1. Explore recent and current food education policies and practices in Irish primary
schools, their motivation, overall goal and impact.
2. Design and deliver a pilot, voluntary, collaborative, integrated, in-school module
in three blocks around ‘Food Edu-Care’ to pupils from 4th, 5th and 6th class with
the direct involvement of class teachers and management, using both Irish and
English.
3. Investigate with collaborating teachers if and how an integrated Food Edu-Care
curriculum module can facilitate enhanced learning across several curricular
areas, and produce a pedagogical ‘Food Edu-Care’ guide for teachers based on
the findings.
4. Produce a draft ‘food book’ with the children in both Irish and English in
collaboration with teachers involved in the pilot.
5. Investigate the impact of a Hot Lunch Experience in developing childhood agency
and social skills as well as the impact on the school community.
6. Make recommendations to policy-makers and teaching practitioners regarding
curriculum models that integrate food awareness and healthy eating behaviours
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into the school year using child-appropriate content and enhanced pedagogical
approaches.
1.2.2 The expected research outputs were:
• Creation of an integrated food module for primary school children suitable for
class 4th-6th class.
•

Significant increase in food awareness among participating children.

•

Development of basic cookery skills among the children.

•

An online, downloadable ‘cook-book’ or ‘food storybook’ in both Irish and
English suitable for the target age group and designed with the collaboration of
the children, emphasising the cross-curricular knowledge and skills developed in
the process of preparing the cook-book.

•

A pedagogical guide for teachers in both Irish and English to plan and deliver the
integrated Food Edu-Care curriculum module and to use the ‘food-book’ as a
sustainable tool in any primary school context.

•

An initial plan to provide a warm lunch option for the school.

•

Data and evidence to apply to the Department of Education and Skills (DES),
Department of Social Protection (DSP) or other funding bodies for resources to
provide warm lunchtime meals.

1.3 The research context
The project is informed by an the expanding interest in childhood food education in Irish
primary schools for example initiatives such as, ‘Food Dudes’(Department of Agriculture,
Food and Marine, Bord Bia healthy eating programme); ‘Incredible Edibles’ (Agri-Aware,
healthy eating and horticultural growing initiative); Dig In’(Agri-Aware, Learning about
Life on the Farm and Countryside, and the recent Department of Employment Affairs
and Social Protection (DSP) provision of hot school meals scheme. Healthy eating is a
component of the majority of the food-based interventions, and, curricula are based on
increasing knowledge of whole fruits and vegetables. Policies addressing food and
nutrition are largely related to health, future health and economic burden (Department
of Health Ireland, 2016; Safefood, 2012). However, a focus on nutrition alone cannot
4

address the social, educational or cultural deprivation of primary school children who
are experiencing challenging lives, which is of particular interest to the researcher.
Education is a basic human right: it can help individuals to overcome social
disadvantages by encouraging the development of individuals and enabling them to
exercise choice and freedoms (Lynch, 2018a). Simultaneously critical commentators
point out imbalances in education where the emphasis is placed on Mathematics and
on English Literacy (Devine, 2002; Lynch and Baker, 2005; Lynch, 2018c) and where other
values such as nurture, love, care, trust and solidarity are disregarded (Lynch, 2018c). As
noted by Lynch (2018c), although there is an awareness of the variety of intelligences of
humans, still the standard for measuring learning is through linguistic and mathematical
capabilities. Delivering Equality of Opportunity in Schools (DEIS) is a national programme
which considers the educational needs of children from marginalised communities in
Ireland. It includes primary and post primary schools in both urban and rural locations.
DEIS schools receive ‘access’ to a range of additional resources including additional
staffing, funding, and access to literacy and numeracy programmes to manage these
education needs. Conversely, together with the educational needs of children from
marginalised communities, DEIS schools deal with the effects of lower socio-economic
factors, such as issues with diet, health, hygiene and care. Children from lower socio
economic backgrounds have to deal with an excess of problems such as homelessness,
food poverty and economic inequality, which can affect their participation in school. In
Ireland, the ‘educare’ needs of nurturing and enhancing people’s capabilities are often
put aside in favour of here and now economic ‘human capital outputs’ (Lynch, 2018a)
with an emphasis on the future child as opposed to the child in the here and now using
target-driven curricula. Research by Scanlon and McKenna (2018) identified five
domains of education needs of children experiencing challenging lives, they relate to
basic needs, security and routine, friendship and belonging and self-esteem. As most
children attend school for almost two decades, there is a significant opportunity to
support their educational, social and emotional needs.
Care is multidimensional; it includes tasks, relationships; feelings; reciprocity;
interdependency; care giving; care receiving and labour. It sits awkwardly between the
personal and the political (Abbots, Lavis, and Attala, 2016). Described as an
5

encompassing concept in social policy, and commonly referred to in early childhood
education and care, it is an integral part of people’s lives (Daly, 2021). However,
concepts of care are highly contested (Hayes, 2008). Lynch (2018a) states that care
underlines all public services and is way of showing care to citizens for example, through
education policies. In terms of children’s health and nutrition, the Department of Social
Protection (DSP) school meals scheme aims is to provide nutritious food to school
children so that they can take full advantage of the education with priority given to
schools that are part of Delivering Equality of Opportunity in Schools’ (DEIS). A hot
school meal, which was piloted in 2019, was then extended in March 2021 to some but
not all schools. According to Abbots et al., (2016) eating and caring are innately bound
together, both are something we do and learn to do in order to sustain life. The everyday
tasks food preparation and cooking are included in care work (Lynch, 2007; Van Esterik,
2015). The act of eating together and sharing food comes under the term
‘commensality’. Commensal eating underlies important social relations and is an
important part of life. While commensality is often referred to within the family, eating
outside of home is a central part of everyday life (Andersen, Holm, and Baarts, 2015).
Termed encultured commensality by Van Esterik (1995) it refers to an expansion of the
commensal circle from maternal bonds to include shared food with extended family and
community members and sometimes strangers. Similar to secondary care relations
(Lynch, 2007) where care responsibilities and attachments do not carry the same feeling
or moral obligation as primary or familial care relations. Schools operate in this ‘space’
of encultured care and commensality, school is a place where children gather outside of
their home environments. Schools offer educational experiences but also are places
where children are cared for and consume food outside of the home. Although the
aforementioned school meal scheme is beneficial in terms of food provision, there are
missed opportunities in what providing food in schools could achieve in terms of
compensatory learning, commensality and care needs. Children living in emergency
accommodation have to face the sad reality of eating in unsuitable conditions, where
opportunities to practice food socialisation are absent which can lead to feelings of loss
of power and dignity affecting overall wellbeing (Share and Hennessey, 2017). More
consideration to the educational needs of children living in challenging circumstances
needs to given.
6

Children’s food culture is created and influenced through everyday food practices at
school and at home (Fitzgerald, Heary, Nixon and Kelly, 2010) through relationships with
friends, siblings, relatives, grandparents (Jiang, Rosenqvist, Wang, Greiner, Lian, and
Sarkadi 2007; Roberts and Pettigrew, 2010; Curtis and Atkins, 2017), teachers,
caregivers, parents (Hursti, 1999; Boni, 2015) and marketing and media influences
(Scaglioni, 2018; Esmaeilpour, 2018). This relational nature of learning cannot be
underestimated (Daniel, Wassell, and Gilligan, 1999; Gilligan, 2000; Hayes, O’Toole and
Halpenny, 2017). Schools may act as a buffer against some of the effects of socioeconomic difficulties by providing a rich landscape, a safe space, opportunities to build
relationships, the provision of nutrition, and the use of inclusive and responsive curricula
and pedagogies. Matters of mathematical and linguistic concern cannot be eliminated
by a focus on maths and language alone. For example, how can a child who has not slept
properly or eaten breakfast expect to learn any subject at ease? Therefore, a more
holistic approach is necessary particularly in consideration of children who may be
experiencing material, social or cultural deprivation.
Because people who work and learn in schools have ‘educational and political agency’
(Lynch 2018c) this thesis investigates missed opportunities ‘food’ in schools can offer by
examining the possibilities of differentiated nurturing pedagogies through food and
cooking in schools.

1.4 Researcher’s philosophical values and positionality
The ontological values of care, respect, and equity are informed by the researcher’s
economic, social, and cultural life experiences. They are particularly important to this
research as they shape the theoretical perspectives and subsequent methodology and
methods agreed with the collaborating researchers in the school. Of particular interest
to this research is the educational needs of primary school children who are
experiencing challenging lives due to material, social or cultural deprivation and the
capacity of schools to compensate for this through nurturing pedagogical practices.
The researcher’s values align with those who emphasise a more holistic integrated
approach to ensuring that all children have the opportunity to achieve their potential in
schools, with pedagogical practices and curriculum that enhance all areas of life
including emotional life (Lynch and Baker, 2005). Using a humanistic approach is
7

appropriate for education and can create a place where children can develop their
unique potential. Valuing each child’s individual worth is important to those who use a
humanistic approach as they encounter issues relating to self-esteem, motivation for
learning, and to how each child learns. This approach allows education to be viewed
beyond curriculum and subjects alone, and instead see problems in the curriculum as a
reflection of problems within society, culture and people (Carr and Kemmis, 1986). As
noted by Bruner (1996, p. 116) there is no such thing as ‘the curriculum’ because a
curriculum is conversation about topics that are not simply set in stone. Dewey (2001,
p. 11) cautioned of a weakness in schooling, a lack of social connectedness in schools,
‘ ..the tragic weakness of the present school is that it endeavors to prepare future members of
the social order in a medium in which the conditions of the social spirit are eminently wanting’.

Dewey criticised schools for silencing children’s interests, over-reliance on testing and
differentiating children according to their presumed abilities (Apple and Teitelbaum,
2001). Emancipatory methods thus allow insight into the uniqueness of human life
(Kemmis, 2008).
Hayes (2008), writing about the role of care in education, emphasises the critical
importance of the interpersonal aspects of education, and the importance of
relationships and reciprocal interaction. She states that there needs to be a
reconceptualising of the much-contested concept of care towards one of ‘nurture’ as
this gives it more of an active association. Hayes notes there have been attempts to
address this aspect of education through the use of the term ‘edu-care’ which
consequently have raised the profile and interest in the subject. She believes it is
necessary to move beyond the strong notion of care as ‘mothering’, and instead for it to
be viewed as critical to the development and education of children, allowing a ‘nurturing
pedagogy’ to emerge.
The importance of relationships is emphasised by humanist childhood educators:
interaction is human-to-human and focused on the person (O’Toole and Hayes, 2020).
The importance of meeting the basic needs of security, love and belonging are an
integral part of this approach, which means creating spaces where children are trusted,
valued, and have their voices heard. Earlier research from Hayes et al. (2017) extensively
highlights the importance of nurturing children’s learning and development. Instead of
8

focusing on ‘norms’ and expectations when it comes to development, they explain that
considering development in a more dynamic, open and fluid way helps to facilitate
pedagogies that are more interactive and socially connected, and that this is particularly
important for children from diverse and challenging backgrounds.

1.5 Deliberate delimitations to the scope of the research
This research project was designed as a single large case study from the outset, with no
control study or comparative study. The following are other possible elements that have
been excluded from the study in agreement with the case study school:
1. Encouraging children to eat particular types of foods.
2. Intervening in the family.
3. Elevating or denigrating specific types of diets.
4. The obesity discourse.
5. ‘Getting at’ parents/families or children about their food intake.
6. Multilingualism in schools.
7. Children’s weight, food diaries or dietary analysis.
8. A ‘mission’ to educate about ‘food’ and ‘nutrition’ alone.
9. Surveillance of children.
10. Teaching for testing.
The approach in this research project is a qualitative one and many of the elements
above would require quantitative measures to achieve results. Analysing the types of
food children eat, children’s weight, or campaigning for ‘good’ or ‘bad’ foods, for
example, did not fit in with the epistemological or methodological framework of the
research. It is not about judging or criticising people for the food they eat or the
consequences of such, which is often out of their control depending on their socioeconomic circumstances. The research took place in an inner city Gaelscoil hence
consideration of ethnic minority approaches were reduced therefore; the research
knowingly did not focus on multi-ethnic meal or food comparisons. This research was
concerned with enhancing children’s social and cultural capital in school using an
integrated Food Edu-Care curriculum module.
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1.6 Organisation of chapters
This research project is organised into eight chapters. This introductory chapter sets out
the context of the research, the aims and objectives along with the research questions.
It outlines the philosophical values of the researcher and the scope of the research
project.
Chapter Two consists of a review of the literature in the area of competing food
discourses in areas such as, food policies, food poverty, school meals polices and food
as social and cultural capital.
Chapter Three continues the literature review in the field of food and care in the primary
school curriculum, particularly in urban schools designated as disadvantaged.
Chapter Four describes the research approach adopted, specifically the methodological
approach and associated methods. It also includes the theoretical and analytical
frameworks employed within the qualitative paradigm.
Chapter Five includes a profile of the case study school and its geographic
neighbourhood.
Chapter Six outlines the planning and implementation of the pilot integrated Food EduCare curriculum module in the case study school. It describes the collaborative enquiry
process as it happened in the school among the researcher, the co-enquirers and
collaborators, details the ethics process, and illustrates how the national curriculum for
fourth class was integrated into the learning outcomes of the module.
Chapter Seven discusses the outputs of the research and the evaluation of the integrated
Food Edu-Care curriculum module in relation to the overall aim and objectives of the
research.
Chapter Eight, the final chapter, is concerned with analysis of the research findings and
with discussion of the implications for DEIS primary schools and for policy change related
to school food provision to children experiencing economic and social exclusion.
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Chapter Two: Competing School Food Discourses
2.1 Introduction
In light of the aim and objectives of this research as outlined in Chapter 1, it seemed
essential to locate and review literature around school food policies and around school
food as a mechanism to compensate for aspects of nutritional and personal
disadvantage among primary school children experiencing material deprivation. To
maintain focus on the local level, and to ensure that existing literature informed the
design of the case study Food Edu-Care pilot in the case study school, it was necessary
to expose where there are competing, and at times contradictory views among ‘experts’.
Accordingly, the categories of literature selected relate to child poverty, food poverty,
school meals policy, food as social and cultural capital, food in the media, lunch and
meals in schools, food as care in social justice discourses, inequality in education, and
the compensatory ‘edu-care’ role of DEIS schools.
Chapter 3 follows on from this chapter with a focus on where food as ‘care’ figures, or
does not figure, in the primary school curriculum, particularly in urban schools
designated as disadvantaged.

2.2 Child poverty
Statistics over a period of ten years show that children are at a greater risk of poverty or
social exclusion than the rest of the population in the EU (European Court of Auditors,
2020). The key objective of the Department of Children and Youth Affairs (DCYA) (2020)
report ‘Income, Poverty and Deprivation Among Children, A Statistical Baseline Analysis’
was to achieve a better understanding of income, poverty and deprivation among
children and families living in Ireland. The study draws on data from the European Survey
on Income and Living Conditions (EU-SILC) and the findings were informed by SILC data
derived from three sources (the 2018 Central Statistics Office (CSO) Irish SILC dataset,
tie series data obtained from the SILC data in the CSO Statbank between 2011 and 2018
and SILC data obtained from Eurostat). Both nationally and internationally, there is a
strong focus on income-based measures to understand child poverty.
The EU combines three measures to identify a total population ‘at-risk-of-poverty or
social exclusion’ (ARPOE), at-risk-of-poverty (meaning below the poverty threshold);
material deprivation, and living in a household with a very low work intensity. The at11

risk-of-poverty (AROP) rate is defined as having a household income at or below 60% of
the median income and is commonly used as a relative measure of income poverty in
the literature. The DCYA (2020) report, also examined the poverty line at or below 70%
of the median, and at or below 50% of the median. In 2018, 26.7 per cent of children
were at risk of living at or below the 70% poverty line, 15.8 per cent of children were at
risk of living at or below the 60% poverty line and 7.4 per cent (89,000) of children were
at risk of living at or below the 50% poverty line, referred to as an indicator of ‘deep
poverty’. Of those in deep poverty, 26 per cent are children and 38 per cent are children
and young adults (DCYA, 2020). Material deprivation considers access to resources other
than income. It captures enforced deprivation by asking people about access to certain
items or activities that are typical in society and whether they are denied access to these
items or activities because of a lack of income, as opposed to personal choice not to
access them. These items include food, clothing and levels of social activity at household
level. Households that experience two or more of the eleven listed items are
experiencing enforced deprivation (basic deprivation). Basic deprivation informs the
consistent poverty measure. Severe material deprivation expresses the inability to
afford some items considered by most people to be desirable or even necessary to lead
an adequate life. It is defined as the enforced inability to pay for at least four out of the
nine deprivation items. The indicator of persons living in households with very low work
intensity is defined as the number of persons living in a household where the members
of working age worked less than 20 per cent of their total potential during the previous
12 months. In 2018 Ireland had the second highest rate in the EU at 13 per cent after
Greece at 14.6 per cent with the highest proportion of children aged 0-17 living in very
low work intensity households in the EU (DCYA, 2020).
In 1997, the following definition of poverty was drawn up by the National Anti-Poverty
Strategy (NAPS):
‘People are living in poverty if their income and resources (material, cultural and social)
are so inadequate as to preclude them having a standard of living which is
regarded as acceptable by Irish society generally. As a result of inadequate income
and resources, people may be excluded and marginalised from participating in
activities which are considered the norm for other people in society’ (Government of
Ireland, 1997).
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Since 1997 target setting, when it comes to reducing national poverty is a feature of
Irelands Government policy approaches, however child poverty targets have only
become a notable feature since 2014 and the publication of the Better Outcomes
Brighter Futures (BOBF) (DCYA, 2020). Currently there are two national strategies to
tackle child poverty in Ireland, namely BOBF (2014-2020) (2014) a framework for
children and young people, which contains targets for the reduction of child poverty in
Ireland, and Roadmap for Social Inclusion (2020-2025) with a plan to reduce consistent
poverty to 2% or less.
Indicated in ‘Better Outcomes, Brighter Futures’ was a 66% (from 107,000 in 2011)
reduction in child poverty by the end of 2020, a figure that now seems unattainable
given the impact of the economic recession. Of the total reduction planned for a nine
year period, over three-quarters of it now needs to be achieved over a three-year period
as noted in Figure 2.1, the Roadmap for Social Inclusion (2020).

Figure 2.1 Roadmap for Social Inclusion 2020-2025 (Government of Ireland, 2020a, p. 18)

The DCYA (2020) report also takes note of the progress towards the child poverty target
stating that in order to meet the national target, the number of children living in
consistent poverty would have to decline by 56,000 between 2018 and 2020 (Figure2.2).
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Figure 2.2 Progress towards the child poverty target as citied by Department of Children and Youth
Affairs (2020, p.40)

The consistent poverty measure combines the relative income poverty measure (below
the 60 per cent of median income poverty line) with the material deprivation measure
(lacking two or more of the basic deprivation items) are regarded as living in consistent
poverty. This indicator informs the national social targets for poverty reduction such as
BOBF. Using this definition of poverty, over a third (34%) of all people that experience
consistent poverty are children. When young adults (18-24) are included, 45 per cent of
all people that experience consistent poverty are children and young adults. Among
children living in consistent poverty, 43 per cent are living in deep poverty. Change in
consistent poverty has been driven by a decline in absolute poverty (material
deprivation) rather than relative poverty (income poverty). Between 2017 and 2018,
children aged 6-11 have experienced an increase in consistent poverty, up from 8.2 per
cent in 2017.
The BOBF framework ‘seeks to improve the lives and life chances of children and young
people aged under 25, addressing child poverty, social exclusion and wellbeing’ (DCYA
2014, p. 13). However, The Hunger Prevention in Schools Working Group, DCU raised
concerns about the strength of the BOBF, National Children’s’ Policy Framework in
relation to its anti-poverty focus, (Downes, Pike, and Murphy, 2020; Downes, 2020a).
According to Downes (2017b) the BOBF framework focuses more on the generic child
and there is a neglect for hunger related child poverty issues alongside lists of prepackaged programmes which are suitable for moderate risk as opposed to tailored anti14

poverty and individual needs. According to the ‘Combating child poverty – Better
targeting of Commission support required’ audit produced by the European Court of
Auditors (2020) EU legislation does not target funding directly at combating child
poverty. The report states that both the Commission and the Member States visited
could not quantify the amount of funds allocated to projects directly tackling child
poverty and therefore could not assess their effectiveness. The report found that child
poverty remains a serious issue in the EU and the effects of the COVID-19 pandemic has
had a significant effect on labour markets with an expected increase in the rate of
unemployment to from 7.5 % in 2019 to about 9.5 % in 2020 and 8.6 % in 2021. Because
of this, vulnerable members of society will be affected. All member states with an AROPE
rate assessed as ‘high’ or ‘very high’ received Country Specific Recommendations (CSR)
in other areas. Ireland received a CSR explicitly concerning child poverty during the
period 2016 to 2019.
2.2.1 At risk of poverty or social exclusion (AROPE)
In 2018, 24% of children between 0-17 years were at risk of poverty or social exclusion
(AROPE) in Ireland (DCYA, 2020) compared to 18.4% of working age adults (DCYA, 2020).
Rates are highest among children aged 12-17 (27.3%), followed by the 6-11 age group
(26.1%); young adults (21.8%) and very young children aged 0-5 (17.4%) (DCYA, 2020).
From 2008 to 2011, the AROPE for children rose in 21 Member States. The largest
increases in the AROPE since 2008 were in Ireland (+11.0 percentage points (pp) up to
2010) and Latvia (+10.4pp). Closely followed by Bulgaria (+7.6pp), Hungary (+6.2pp) and
Estonia (+5.4pp) (Eurostat figures as citied by López Vilaplana (2013). Eurostat 2011
statistics show that:


Single parents and large households with dependent children were at the highest
risk of poverty or social exclusion. Around half of households with single parents’
families with dependent children and a third of households with two adults and
three dependent children were at risk of poverty of social exclusion.



Nearly half of children whose parents did not attain upper secondary education
were at risk of poverty.



Over 45% of the low to very low work intensity households with dependent
children were at risk of poverty.
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Children with a migrant background were at a greater risk of poverty and tend
to be more exposed to poverty than the total child population.

Child poverty grew from 18 per cent in 2008 to a high of 19.7 in 2014 during the
recessionary years (2008-2013). Changes to child benefit payments during the recession
may have contributed to this trend, as well as reductions in age eligibility and support
for back to school clothing and footwear allowances. Between 2011 and 2014 the AROPE
rate among children aged 0-17 increased and then started a slow reduction from 2014
followed by further decline in 2017 and 2018. Between 2011 and 2018, the overall child
poverty rate in Ireland has dropped 2.9 percentage points from 18.8 per cent in 2011 to
15.9 percent in the 2018, the lowest rate yet observed (DCYA, 2020).
In 2021, the AROPE indicator has been modified to better measure deprivation, based
on a revised list of items, as well as to better account for the social exclusion situation
of those in the working age (aged 18 to 64 instead of 18 to 59). It defines a new severe
material and social deprivation rate (SMSD) as a percentage of the total population
lacking at least seven items out of the thirteen material and social deprivation items;
and defines a new (quasi) jobless indicator which extends the age bracket from 0-59 to
0-64 and people who are retired or who receive a pension (Eurostat, 2021).
According to the European Court of Auditors (2020), the Commission announced the
start of preparatory work for a child specific material deprivation indicator, which was
eventually adopted in 2018. The audit states that the needs and living standards of
children can be different from adults, even within the same households. The indicator is
more focused on the situation and the levels of poverty they may be experiencing;
however, it will only be available every three years from 2021.
The DCYA (2020) report outlines that there is an agreement in the literature that income
must continue to remain a central measurement when it comes to child poverty,
however, it also adds that that the measurement of child poverty should adopt a rightsbased, child centred, multidimensional approach. There is an agreement in the literature
that that a distinction should be made between sets of indicators that are used to
measure:


Measures of children’s current material living standards;
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Measures of children’s wider wellbeing;



Measures of the causes of child poverty, and



Measures of the future chances of children.

The report indicates that research on the lived experience of poverty has been neglected
in the Irish context and children’s experiences of poverty. It determines that research
should be orientated to children’s experiences of poverty by age group, but also to how
public spending can best reduce child poverty, the effectiveness of welfare strategies on
reducing child poverty, and the macroeconomic costs of child poverty to society (DCYA,
2020). Discussing the concepts of ‘poverty’ and ‘at risk of social exclusion’ Hartley (2016)
points out that one’s awareness of social differences between having enough and not
having enough, or ‘lack of’, in everyday life experiences can leave a person feeling
different, left out, ‘othered’.

2.3 Food Poverty
The most recent guide for measuring food poverty in Ireland was devised by Carney and
Maître (2012) and indicates that there is no agreed, national definition of food poverty
in Ireland. The much earlier seminal work by Friel and Conlon (2004) defined food
poverty as not only lack of access to nutritionally adequate food but also included the
impact it has on social and cultural participation. Health is not only at risk due to food
poverty but because of the lack of social involvement because of it (Dowler, 1998). Using
the Central Statistics Office (CSO) Survey on Income and Living Conditions (SILC) to
construct a deprivation-based measure of food poverty, Carney and Maître (2012) found
that factors such as age, social class, marital status, education, household composition,
and income were all predictors of food poverty.
More updated and recent research from Healy (2019) seeks to expand the idea that food
poverty is measured in terms of hunger and deprivation, to one of thinking about the
issue more holistically in terms of social inclusion and cultural appropriateness. Healy
(2019) describes food poverty, as not just about nutrients, but also as not having enough
access to culturally acceptable foods in a culturally appropriate way, and argues that we
need to reframe what food poverty means. Share and Hennessy’s (2017) research on
families living in emergency accommodation shows that, like all parents, those who
were living in emergency accommodation tried to compensate for their conditions to
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make their children feel happy and safe, but that living in an environment where one
cannot consume safe, healthy food that aligns with social and cultural norms does not
provide a positive social environment for children. It has an effect on overall health and
wellbeing, and therefore not having the finances or access to healthy food means that
people in lower socio-economic backgrounds are incredibly vulnerable and at risk from
health problems (Balanda, Hochart, Barron, and Fahy, 2008). Economics, accessibility,
and affordability all contribute to food poverty (Share and Hennessey, 2017).
The research report, Food on a Low Income, conducted by Safefood (2011) found that
of those surveyed, the majority did not associate food with ‘health’, but rather it was for
immediate satisfaction, to relieve hunger and as a form of social inclusion. In other
words, concerns for improving health are undermined by necessity, and therefore
attention to knowledge-based individualistic nutrition interventions are limited within
people’s real lives (Dumas, Robitaille, and Jette, 2014). Eating energy-dense food was
considered tasty, more filling and required minimal preparation, but as the research
showed, the majority had little experience with preparing and cooking food from
scratch. Living in poverty increases the chances of buying cheaper, higher processed
food that lacks nutrition and is high in saturated fats, sugar and salt. Children attending
schools classified as DEIS have a greater occurrence of overweight and obesity when
compared of other schools (Mitchell, Bel-Serrat, Stanley, Hegarty, McCann, Mehegan,
Murrin, Heinen, and Kelleher, 2020).
Having control over what one eats, when, and where, is something that most people
take for granted. However, for those who are living in poverty, their choice is more often
than not limited by necessity. One of the consequences of a neoliberal economic model
is that it best serves those who can afford desirable ‘choices’ (Power, O'Flynn, Courtois,
and Kennedy 2013). Although families and individuals may want to provide what is
promoted as healthy foods, they simply may not be able to afford it and therefore make
‘other’ choices about which is more important, that is, some food or no food. In
opposition to perhaps their wants in terms of ‘tastes of liberty’ (Bourdieu, 2010, p.173)
many have to settle for the ‘taste of necessity’ (Bourdieu, 2010, p.173), or indeed, forced
choices. This is not just in relation to the types of food eaten (for example, nonperishable snacks that don’t require cold storage or because of food restriction
requirements) but also where the food is eaten (on a bed or under CCTV) which leads to
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feelings of loss, in particular loss of dignity and power (Share and Hennessey, 2017).
Children are particularly vulnerable when it comes to food poverty and the effects it can
have on them. Children from lower socio-economic group are more likely to report going
to bed or school hungry, and this can have damaging effects on their happiness and their
overall health (Költő, Gavin, Molcho, Kelly, Walker, and Nic Gabhainn, 2020; Callaghan,
2012).
At a national level the Irish Health Behaviour in School-aged Children (HBSC) study data
from 2010 found that 21% of children report ever going to school or to bed hungry an
increase on 2006 from 17% (Kelly, Gavin, Molcho and Nic Gabhainn, 2012). Rising slighlty
from the 2010 numbers, data from 2014 found that overall 22% of children reported
ever going to school or to bed hungry (Gavin, Keane, Callaghan, Molcho, Kelly and Nic
Gabhainn, 2015). The lastest HBSC study in 2018 found there were lower rates of
reported going to bed or school hungry in 2018 than in 2014 at 19% (Költő, Gavin,
Molcho, Kelly, Walker, and Nic Gabhainn, 2020). The Educational Disadvantage Centre’s
community wide consultations in Blanchardstown (Downes, Maunsell and Ivers, 2006)
state that the nutrition needs of a substantial minority of pupils are not being met.
Approximately 18% of pupils attending school on a given day across schools included in
the consultation stated that they were either often, very often or every day too hungry
to do their work in school. This highlights the need for more consistent access to food
based initiatives such as breakfast clubs. The research illustrated that even if these pupils
do attend the respective breakfast clubs, these clubs do not take place every day. Key
areas for improvement highlighted a need to ensure continuity across breakfast clubs, a
constructivist approach to enable pupils to be active in the preparation of meals and to
develop a strategy of to maximise parental involvement in the breakfast clubs. Further
research in South West Inner City Dublin (Downes and Maunsell, 2007) showed similar
respones in relation to nutrition needs such as the desire for an integrated school meals
service in school and a healthy lunch club. A literature review on the effects of breakfast
consumption and school breakfast clubs by Defeyter, Harvey-Golding and Forsey (2020)
found that they had a positive impact on children’s health but also a correaltion between
school breakfast club provison and improved attendance, relationships, behaviour and
learnng. As hunger undermines learning (The Community Foundation Ireland, 2020;
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Mercy Law Resource Centre 2019; Loftus, 2017) schools are uniquely placed to deal with
both the causes and consequenes of childhood hunger and can contribute directly and
indirectly to anti-poverty stategies by providing free nutritious school meals. Meeting
the biological physical needs of children is important in the short and long term as it
impacts on childrens’ development (O’Toole and Hayes, 2020). In addition, food in
schools can produce high returns in health and nutrition, social protection, education
and equality (Pellikka, Manninen, and Taivalmaa, 2019).
In the United Kingdom Defeyter’s extensive work on the impact of food insecurity on
vulnerable families illustrates the need for food programmes to reduce hunger, social
isolation and financial problems. In 2020, Gooseman, Defeyter and Graham’s research
into hunger in the primary school setting found that hunger can lead to children
displaying a range of physical, social, emotional and cognitive deficits that could
potentially be detrimental to their educational attainment. In particular issues with
concentration, energy and behaviour have the potential to cause distruption among
other children in the class. Research by Stretesky, Defeyter, Long, Sattar and Crilley
(2020) which investigated the anti-poverty resoures that holiday clubs provide found
that alongside food provision (Defeyter, Graham and Prince, 2015) clubs also provided
food education components such as growing vegetables, basic food skills and cooking,
nutrition, food identification and even some food sales elements (within a child-run
community café). All of the components were important for the childrens wellbeing as
reported by the staff in the study.
Although it is promising to see a reduction in the rates of going to bed hungry in 2018
as noted by the HBSC study, in light of the COVID-19 pandemic and with the increased
numbers accesing Foodbanks in 2020 (Hoare, 2020; Foodcloud, 2020) the issue of
childhood hunger remains a serious concern. Many European countires offer meals in
schools as an everyday part of school life for example in Lithuania, Austria and Finland
among others (Polish Eurydice Unit, 2016). The types of meals and food related curricula
offered will be discussed further in Chapter 3.

2.4 School meals compensating for disadvantage?
Schools are often the focus of policies and initiatives which are put in place to support
and help young children with their eating habits, nutrition and health (EU Action Plan on
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Childhood Obesity 2014-2020, 2014; Zhang, Liu, Liu, Xue and Wang, 2014). The rationale
behind the first school meal scheme which was introduced in Ireland in urban areas in
1914 (The Education (Provision of Meals) Ireland Act) was children’s health. In particular,
it was out of concern for children who did not have access to adequate food (Buckley,
2018; The Irish Times, 1997). In the ‘Ireland: Department of Local Government and local
Public Health Report 1928-1929’ (p. 56) as citied by (Carney, 1985) it states that the meal
varied between ‘Irish stew and soup, cocoa, currant buns, bread, butter, margarine and
jam’. The urban school meals scheme was further expanded in 1930 to include areas of
the Gaeltacht and in 1975 to Dublin County Council areas (The Irish Times, 1997).
In Ireland today there are two school meal schemes. The first is Urban School Meals
Scheme for primary schools which is operated by the Local Authorities and part-funded
by the Department of Social Protection (DSP). The second is the School Meals Local
Projects Scheme funded directly by the DSP to primary and secondary schools, local
groups and voluntary organisations which operate their own school meals projects (DSP,
2020). The aim of the schemes is to provide nutritious food to school children so that
they can take full advantage of the education provided to them with priority given to
schools that are part of Delivering Equality of Opportunity in Schools’ (DEIS). DEIS
schools focus on addressing the ‘educational’ needs of children from marginalised
communities. However, although DEIS schools have ‘access to’ the programme, it does
not necessarily imply a ‘right to’ and all schools must apply for the scheme (DSP, 2020).
Presently a Hot Schools Meal programmes is being piloted in a number of Irish schools
as an anti-poverty measure under the DSP.
Returning to the second national strategy to tackle child poverty the Roadmap for Social
Inclusion 2020-2025, there is a commitment to ensure that all children have access to a
hot, nutritious school meal.
‘A pilot scheme, launched by the Department of Employment Affairs and Social
Protection in September 2019 across 37 schools, will ensure that children in these schools
will be offered a hot meal in the school setting every day during the school week. This
pilot, which will be expanded in 2020 to cover 35,000 additional children, will be subject
to evaluation of impact and outcomes to help to inform how best to deliver on the
ambition of a hot meal for every child in the State in subsequent years. The First 5
strategy also includes an action to pilot a meals programme in early learning and care
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settings in 2020’ 13 Roadmap for Social Inclusion 2020-2025 (Government of Ireland,
2020a, p. 49).
Over the years, there have been increases in the financial commitment to school meals.
The School Meals Programme provides funding towards the provision of food to over
1,500 schools and organisations, which benefits 230,000 children (Tithe an Oireachtais,
2021). In 2017, a 3 million euro expansion to the School Meals Scheme was announced.
€1.7 million to provide breakfast and lunch clubs in 65 DEIS schools and €1.5 million for
breakfasts in up to 180 non-DEIS schools (Ní Aodha, 2017). In Budget 2019, funding was
provided for a pilot scheme stating in September 2019, providing hot school meals in
primary schools at a cost of €1m for 2019 and €2.5m in 2020. The pilot involved 37
schools benefitting 6,744 students for the 2019/2020 academic year and was aimed
primarily at schools with no onsite cooking facilities. Further to this in Budget 2021
Minister Heather Humphreys announced an extension of the provision of hot school
meals with an additional €5.5m for an additional 35,000 primary school children,
currently receiving the cold lunch option (Tithe an Oireachtais, 2021). The Minister
published a research report carried out the Department of Social Protection of the hot
school meals pilot completed in July 2020 (McShane and Joyce, 2021). Results from the
report were positive with over a third of parents and over half of teachers saying that
the hot meals project had a very positive impact on their child’s attendance at school,
physical health and psychological wellbeing. The research also reports that over a third
of teachers, Principals and Special Needs Assistants (SNA’s) combined believe that is
important for all schoolchildren to receive a hot meal in school. Unfortunately not all
schools were included in this extended hot meals pilot, expressions of interest were
invited from schools, 281 were received, from this 189 of the schools were selected to
participate in the extended hot school meals pilot (Tithe an Oireachtais, 2021). Given
the benefits evidenced in the research it is important to note there has been some
criticism when it comes to which schools were included in this extended hot meals
scheme. During a Dáil Éireann debate on May 19 th 2021, Deputy Paul Murphy spoke of
the injustice to the 91 schools that applied for the hot school meal programme but lost
out on the basis of a ‘lottery’. Deputy Bríd Smith concurred with Deputy Murphy’s
comments on the matter and the inequality of the system where two schools on the
same campus apply for the scheme, one is successful and the other is not as in the case
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for Mary Queen of Angels Schools 1 and 2 in Ballyfermot and Knockmore Junior School
(Tithe an Oireachtais, 2021). The reality of this means that members of the same family
could be treated unequally; with one child receiving a hot lunch while another does not
therefore creating divisions and problems.
Ahead of its time when it comes to hot school meals is St. Ultans Primary School in
Cherry Orchard, Dublin. The school is part of a wider innovative, integrated Education
and Care service for the community of Cherry Orchard called Saint Ultans (including an
Early Education, Nursery and a Care Unit). St Ultans is also a Changemaker School and
part of Dublin City University (DCU) Changemaker Schools Network who support
innovative schools promote, teach and support the development of empathy and
creativity, leadership and teamwork in alignment with the Primary School Curriculum
(DCU Changemakers Network, 2021). In addition to providing children with primary and
early years education, they also put in place all of the necessary supports that are
necessary for the child to succeed in later life. St. Ultans primary school opened in 2006,
this was a progression from a long history of education and care provision in the
community. It first started in 1991 with the setup of the first free after school club in
Dublin, followed by a free school bus campaign and then an early years nursey. When
the school was built, it included a fully equipped kitchen and within the first two years
of operating it changed from serving sandwiches bought from external suppliers in 2011,
to being the only primary school providing hot meals to primary school children. The
school provides over 500 meals per day for all children who attend, designed by an inhouse chef to specific nutrition standards. A breakfast club was also developed in 2016,
which is open to the wider community and a parent’s breakfast in 2017. A community
service team prepare the meals; this does not include preparing the meals with the
schoolchildren. Providing nourishment is one of the ways in which the integrated care
and education model used in St. Ultans helps to support children in their daily lives
(Mitchell, Jones, Scanlon and Menton, 2020).
As already mentioned, research into the nutrition needs of primary school children
highlight the need for childhood food poverty initiatives in schools (Downes et al, 2006;
Downes and Maunsell, 2007; Defeyter et al, 2020) and this is no different in the early
year’s settings. Alongside the pilot hot meals in primary schools mentioned in the
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Roadmap for Social Inclusion the strategy for all babies, young children and their families
in Ireland, ‘First 5’ is also included. Within the strategy, there are a series of ‘Big Steps’.
The strategy recognises the negative impact of childhood food poverty on children’s
health, wellbeing, development and social participation. One of the ‘Big Steps’ to help
tackle early childhood poverty, is a package of measures which include among others
the introduction of a pilot meals programme to some ELC settings and the introduction
of a DEIS-type model for ELC settings for marginalised children (Government of Ireland,
2018). The development of a DEIS-type model may help to reach children living in areas
of concentrated disadvantage through the provision and delivery of food.
2.4.1 International school meals
International food education models discussed in this section are the Japanese School
Lunch Program ‘Shokuiku’, the Finnish School Meal System and other European School
Meals systems as identified by the Polish Eurydice Unit (2016). Research from Japan
illustrates the effectiveness of a holistic food education programme. Shokuiku was born
in a need to tackle rising obesity and health problems. Shokuiku, ‘Shoku’ means diet and
‘iku’ means growth and education. Shokuiku’s efforts expand to support food culture,
especially through school-based programmes, as well as to improve food environments.
The programme aims, not only to improve one’s health and nutritional status, but also
to secure food culture and food safety in each country (Miyoshi, Tsuboyama-Kasaoka,
and Nishi, 2012). The programme offers a uniform menu including staple food, main
dish, side dish, drink and dessert to all children school each week, lunch is cooked in
each school or in a central school lunch centre under the supervision of nutritionists.
(Miyawaki, Lee and Kobayashi, 2019). From an educational perspective ‘Shokuiku’
operates as a pedagogical experience, the children eat their meals with their teacher,
and they learn about the importance of a balanced diet and food culture with local
foods. The children are responsible for preparing and clearing for the lunch (Tanaka and
Miyoshi, 2012). According to Mitani (a health education planner with Japan’s Education
Ministry) as cited by Nerman (2015), obesity rates have been gradually decreasing since
2003 in children and teens, stating that the government was able to stabilise the
problem through early recognition and an aggressive approach to food education in
Japan’s public school system.
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As the first country in the world to serve free school meals, it is not surprising that school
meals in Finland are an everyday part of school life. It is mandatory for each municipality
to draw up plans for pupil welfare including arranging school meals. The role of school
meals is to be a pedagogical tool to teach good nutrition and eating habits. Finnish
school legislation guarantees a balanced meal for each pupil every school day. In the
school canteen, older pupils help younger pupils make food choices and get their meals
as part of a cross-curricular theme of participatory citizenship and entrepreneurship
(Finnish National Board of Education, 2008; Pellikka et al., 2019). School meals can be
used as a holistic pedagogical tool, to learn about national and international food
culture, nutrition, and social skills; it allows time for interaction with peers in a calm and
enjoyable environment. In Finland, the pupils are encouraged to participate in the
planning and implementation of school meals (Pellikka et al., 2019). The benefits of
school meals include giving parents the relief of knowing that their children are well
nourished (especially important in terms of food poverty), it also increases school
attendance. Many schools reported that the first day of the school week is the day when
pupils eat the most, a sign they may not have had enough at home at the weekend.
School meals as a pedagogical tool offers versatile educational opportunities to learn by
doing (Pellikka et al., 2019).
The Polish Eurydice Unit report (2016) identified hot school meals as a regular part of
school life in many European countires including Finland (as already identified), England,
Slovakia, Spain, Slovenia, Germany, Portugal, France, Austria, Lithuania among others.
However, there are some countires that do not offer school meals such as Greece
(except for music and arts schools), some have autonomy over whether they want to
provide school meals such as the Netherlands and in Greece public secondary education
schools do not provide meals instead offer free snacks to socio-economically deprived
students. Normally the provision of food lies with local authorities or school themselves.
Distribution of food differs from country to country for example some schools have their
own facilities such as school canteens in Slovakia for the preparation and consumption
of food. In Spain, some schools have their own kitchens or they commission external
catering companies to provide food. Finland is the only country among those surveyed
in the report to provide a free school lunch to each pupil from pre-primary to upper
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secondary school. In the majority of countries, free school meals are guaranteed to
pupils entitled to social benefits due to low income or other disadvantage. For those not
entitled to the free meals pupils are charged and the systems of payment differ between
countries. European countries incorporate nutrition education into teaching
programmes based on healthy diets and food habits outside of the hot meal itself. They
and are not part of a learning methodology in which children are involved in crosscurricular learning while learning to prepare and cook food as part of the school meal.
These European food related curricula models are further outlined in Chapter 3.

2.5 Living in poverty
According to Social Justice Ireland (2019), 202,000 children are living in poverty in
Ireland. On international Children’s Day 2020 (November 20th 2020), Focus Ireland
reported almost 3,000 children were experiencing homelessness in Ireland and relying
on emergency homeless accommodation, not including those in ‘own door’, selfcontained accommodation. The different types of accommodation available to families
experiencing homelessness such as ‘ono’ (one night only accommodation), selfaccommodation and family hubs do not meet the needs of families, thus causing distress
and suffering. This has a knock-on effect on children accessing education, often resulting
in social withdrawal, behavioural problems and regression in educational ability (Mercy
Law Resource Centre 2019). The Focus Ireland Education Matters Report (Loftus, 2017
p. 5) illustrates the impact on children:
‘Children are often tired in school, having had a poor night’s sleep because the whole
family share one room, and/or because they need to get up very early to do a long
commute to school. Children can end up missing breakfast, making it even more difficult
to concentrate in class. They rarely have somewhere quiet and private where they can
do their homework. These issues present significant challenges to children, their parents,
and their teachers and schools’.
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Figure 2.3 The changing profile of homelessness, Focus Ireland (2020)

A report by the Ombudsman for Children’s Office (2020) on Direct Provision, illustrated
children’s views and experiences of living in direct provision. According to the report at
the beginning of March 2020 there were 7,668 people, including 2,093 children, seeking
international protection in Ireland and residing in direct provision facilities or emergency
accommodation such as hotel or Bed and Breakfasts (International Protection
Accommodation Service, IPAS). Many of the children spoke about food in direct
provision and what they considered important to them. For example, they considered
the opportunity to cook and eat food from their own country as important, an indication
of social inclusion, and as culturally appropriate (Healy, 2019). Research by Bailey (2017)
conducted among Indian migrants living in the Netherlands found that the travel of food
and food practices helped to create, a sense of self (belonging), a sense of home, a sense
of community (commensality with co-ethnics) and a sense of co-presence (food and
care) reflective of norms and practices and social capital.
The Royal College of Physicians of Ireland (2019) Faculty of Paediatrics called for an
abolition of the direct provision system replacing it instead with community-based
family-focused accommodation. The research showed that 92% of asylum-seeking
families in rural Ireland considered it necessary to buy extra food, in particular mothers
who could not breastfeed due to having inadequate nutrition themselves, therefore
having to replace this with formula, increasing their financial burden even more. The
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Programme for Government includes a commitment to end the system of direct
provision for asylum seekers and the process is to be completed over four years to 2025.
Research from the Economic and Social Research Institute (Regan and Maître, 2020)
highlights the impact of the ‘pandemic recession’ on child poverty. The research
suggests that due to the exceptional unemployment crisis of COVID-19 and without an
economic recovery, the rates of child poverty could rise by a third relative to the start
of 2020. Recommendations to counteract this loss of income include universal increases
to child benefit or an increase in the child dependant components of social welfare
schemes (Regan and Maître, 2020). Research conducted by Burke and Dempsey (2020)
illustrates the concerns from school leaders on the effects on school closures on pupils
such as lack of a safe haven, food (some children receive breakfast and lunch at school)
predictably and stability.
A report by Connors, Malan, Canavan, Sissoko, Carmo, Sheppard, and Cook (2020) for
the Food Standards Agency (FSA) in the United Kingdom (U.K) titled ‘The lived experience
of food insecurity under COVID-19’, illustrates how participants experienced increased
anxiety and pressure about not being able to provide enough food for their children to
eat, not being able to meet basic needs. Food insecurity can have a knock-on effect on
children’s behaviour and ability to learn at school (Melchior, Chastang, Falissard, Galéra
Tremblay, Côté, and Boivin 2012; Mercy Law Resource Centre, 2019; The Community
Foundation Ireland, 2020). Food poverty and policies regarding food in schools has
suffered from a fragmented approach across many government departments such as
Department of Social Protection, Department of Education and Skills, Department of
Agriculture, Food and the Marine and the Department of Health, Department of
Children and Youth Affairs (Downes, 2017a, 2017b).

2.6 Responses to food poverty
To date responses to food poverty are sometimes answered through the use of food
banks provided by private sector companies and charities and not by the State (Healy,
2019; Caraher and Furey, 2019). The provision of food through food banks distracts from
the underlying causes of food poverty and are a symbol of government inaction or
‘depoliticing the problem’ (Caraher and Furey, 2019). According to Caraher and Furey
(2019) food poverty is caused by low income, welfare changes and delays, money
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problems (loans) and increasing housing and utility bills. It seems to be the case that the
responsibility for children who are experiencing poverty and the results of food poverty
is placed in the care of ‘tertiary’ agencies such as charitable organisation (Barnardo’s,
Focus Ireland, Social Justice Ireland, Children's Rights Alliance, Peter McVerry Trust, De
Paul, Simon Community, Refugee Council, Women's Aid) and through food banks (Tesco,
Aldi, Eurospar, Lidl supermarket donations through Foodcloud). Between March and
June 2020, during the first lockdown of the global COVID-19 Coronavirus pandemic,
Foodcloud supplied charities with 44% more food donations compared to 2019 which
supported seventeen extra food hubs across Ireland (FoodCloud, 2020). Indeed the
summer of 2020 saw the extension of The Department of Social Protection (DSP) School
Meals programme to help vulnerable children who are at risk of food poverty due to the
economic impact of COVID-19. However, being able to avail of the School Meals
programme in the first instance depends on the actions of the school and the Principal
for DEIS funding. Funding under the School Meals Programme to the designated schools
continued over the summer of 2020, funding was at the same rate (allocated per meal,
per child, per day) could only be used for food items and not vouchers for example. The
logistics and organisation of the mode of delivery had to be facilitated by each individual
school. The School Meals Programme – Guidance for Schools (Government of Ireland,
2020b) noted:
‘If you require any assistance from local community or voluntary groups, and have
difficulty identifying or getting in contact with a suitable organisation, please contact
your Community Champion’.
2.6.1 Policy to address food poverty among children through school meals
According to Downes (2020c) there are a number of key ways to address food poverty
and social inclusion which include hot meals in schools, and also the integration of social
and emotional education. The Educational Disadvantage Centres working group, ‘The
National Strategy Group for Hunger Prevention in Schools’ (composed of Barnardos,
Focus Ireland, FORSA, Irish National Teachers Organisation (INTO), Irish Primary
Principals Network, National Parents’ Council Primary and Dublin City Universities (DCU)
Educational Disadvantage Centre), advocates for hot meals for children in schools as an
everyday, normal, universal occurrence, and one which can be incorporated into the
school day. As part of this, schools should have access to adequate kitchen facilities to
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make this possible. Downes suggests that the benefits of having kitchens in schools
mean that food and cooking could be integrated into the curriculum using a
constructivist learning methodology as part of lifelong learning (Downes, 2020a;
Downes, Pike, and Murphy, 2020).
There may be children living in food poverty who have fallen through the gap such as
those living in temporary or emergency accommodation. Focus Ireland’s Submission
(Focus Ireland, 2016) on Statement of Strategy 2016-2018 to The Department of
Education supports an extension to the School Meals Programme temporarily, so that
companies could send nutritious food to hotels in the morning instead of relying on the
actions of the school. Focus Ireland is in favour of an extension to the scheme entirely
and further investment into school kitchens and staff to completely overhaul the current
model. IMPACT (Callinan, 2015) proposed a number of key elements necessary to
facilitate a national strategy for hunger prevention in schools run by the Department of
Education, as follows:
1. Infrastructure investment: priority given to schools most in need and new school
buildings, though with long term aim of all schools having kitchens, as a
combination of both a targeted and universal approach.
2. Responsibility of project management of kitchens in schools must be delegated
and not be additional work for school staff.
3. Physical space to store, cook and distribute food.
4. Opportunities to empower parents within the school regarding use of kitchens
and nutrition (cooking and healthy eating) courses.

2.7 Food accessibility and availability
At one time wealth and obesity were intrinsically linked. Today, however, this has
completely changed with obesity and overweight linked with lower socio-economic
status mainly due to the abundance of cheap, highly - available foods (Hruby and Hu,
2015). Darmon, Ferguson, and Briend (2003) state that those who have less money to
spend from lower socio-economic backgrounds are forced into choosing and consuming
less nutrient-rich and more energy-dense foods which are linked to obesity. Friel, Walsh,
and McCarthy (2004) note that there are inequalities across socio-economic
backgrounds in their ability to access and purchase healthy foods, particularly for those
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on low income or depending on social welfare. Lower income families spend less on food
than higher incomes, spending a more substantial amount on breads, cereals and
potatoes (Friel, Harrington, Thunhurst, Kirby, and McElroy, 2005). Share and Hennessy
(2017) further illustrate this point through their research with families in emergency
accommodation where families are forced to depend on convenience foods, live in
accommodation that has a lack of cooking facilities and therefore a lack of ability to
practice food socialisation, which impacts on their overall health and well-being.
According to The Irish Heart Foundation and Social Justice Ireland (2015) living in
poverty increases one’s chances of having an unhealthy weight. Children who are born
into poverty are likely to carry the influence of their childhood into their future.
Increasing levels of overweight and obesity occur alongside increases in noncommunicable disease (Bel-Serrat, Heinen, Murrin, Daly, Mehegan, Concannon, Flood,
Farrell, O’Brien, Eldin, Kelleher, 2017).

Those who are financially restricted are at a disadvantage due to lack of access to shops
providing affordable, healthy foods. Often poor individual choice is used to explain poor
diet and lifestyle. However, poverty makes it extremely difficult to afford food with a
limited budget and to access shops and supermarkets if there is lack of transport (Friel
and Conlon, 2004; Manandhar et al., 2006). Access to food is associated with income:
people from lower socio-economic groups are less motivated by healthy eating than
those with more substantial incomes, and their priorities are different. Supermarkets
are the main thoroughfare which means having access to transport such as a car is a
significant concern and can affect shopping behaviour (Carahar, Dixon, Lang, and CarrHill, 1998). Owning a car is a financial burden in itself, and for families who are already
at their financial limit, this can have health and social repercussions especially if living in
a rural area or if shops and supermarkets are located on the outskirts of towns. This can
mean shopping closer to home with higher costs and less selection. The costs of running
and maintaining a car can reduce the amount left to spend on food and other necessities
(Friel et al., 2005).
2.7.1 Types of food available
Recommendations by The Department of Health (2016) state that the majority of our
foods should come from the bottom shelf of The Irish Food Pyramid, that is fruit,
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vegetables and salad. Research conducted by Safefood (2019) indicates that households
on a low income need to spend approximately a third of their take-home income to
purchase healthy nutritious foods and often have to compensate. As bills need to be
paid people are inclined to prioritise them and buy cheaper, more filling foods. Evidence
shows that food policy is essential, and that designing targeted, supportive policies and
programmes not exclusively focused on the individual can work to alleviate this problem
(Kelleher, Friel, Nolan, and Forbes, 2002). The Layte and McCrory (2011) Growing Up in
Ireland (GUI) report states that resources for interventions should be heavily targeted
at those who at most at risk, that is, those in lower socio-economic schools and
communities, for example, The Delivering Equality of Opportunity in Schools (DEIS)
schools. The GUI Overweight and Obesity Among 9-year olds research also echoes the
belief that a broader scope of economic and social factors should be considered around
any preventative measures using a multi-agency approach.

Bel-Serrat, Heinen,

Mehegan, O’Brien, Eldin, Murrin, and Kelleher, (2018) state that socio-economic status
alongside age and sex should be taken into account when developing targeted public
health strategies to tackle obesity and overweight, particularly for those from lower
socio-economic backgrounds.
Food accessibility is an essential element in consumption. Awareness about the
importance of food access to make better food choices has increased notably in rural
and low-income areas (Sharkey, 2009; Bell, Mora, Hagan, Rubin, and Karpyn, 2013). The
Spence, Cutumisu, Edwards, Raine, and Smoyer-Tomi (2009) study found that the fewer
fast food restaurants and supermarkets near people's homes the lower the rate of
obesity. Ensuring that healthy food is accessible to everyone is a vital component for
nutrition and health. Access to those retailers, whether it be supermarkets, convenience
stores or local food markets, are what make communities and economies thrive (Bell et
al., 2013). Cummins and Macintyre (2006) note that local access to supermarkets and
ready-made food for home consumption, for example takeaways, have a bearing on
health.
Research conducted by Lee (2012) found that there was no significant difference
between accessibility to fast food restaurants, convenience outlets and supermarkets
by children from lower income or minority neighbourhoods than by those from more
affluent areas. The real issue noted was not lack of access, but ease of access. Although
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accessibility is viewed as a geographic idea, it may also incorporate safe walking routes
and public transport availability (Caspi, Sorensen, Subramanian, and Kawachi, 2012).
The availability of fast food restaurants was not linked to fast food consumption within
neighbourhoods (Richardson, Boone-Heinonen, Popkin, and Gordon-Larsen, 2011). An
and Sturm (2012) found no definite evidence that exposure to fast food restaurants, or
improved access to supermarkets, have any bearing on Body Mass Index (BMI) or quality
of one's diet, noting that access to transport could be a more critical consideration than
immediate availability. In Ireland, the physical availability of food was shown to have a
small but significant role on its influence over the diets of individuals and communities.
The diet of consumers who live closer to larger food outlets reported better heart health
(Layte and McCrory, 2011).
Shier, Nicosia, and Datar (2016) state that neither the actual or perceived availability of
food outlets, fast food restaurants or restaurants, is related to children's nutrition,
dietary behaviour or Body Mass Index (BMI). It was, however, parental supervision, the
amount of healthy food that was available in the home and meals eaten together that
had an impact on dietary behaviour. In particular, it was noted that having a second
meal together apart from breakfast was associated with a reduction of children's
consumption of readymade meals, confirming the correlation between parents’
influence and diet. The family is viewed as one of the most important influencing factors
in children’s diets and eating behaviours (Rush and Yan, 2017). The type of food that is
available at home influences children's diets: the availability and provision of a home
healthy food environment have a positive impact on the consumption of fruits and
vegetables (Loth, MacLehose, Larson, Berge, and Neumark-Sztainer, 2016). Parental
influence, such as negative peer modelling, lack of time, using food as a reward, and
affordability, were seen to contribute to children’s obesogenic dietary intake (Mazarello,
Ong, and Lakshman 2015).

2.8 Food as social and cultural capital
Using Bourdieu’s sociological theoretical concept of cultural capital, and in particular
focusing on its objectified state, we could say that the material objects and the symbolic
ways in which we consume food indicate our social status. Research by Halpenny, Keogh
and Gilligan (2002) illustrates the difficulties faced by families living in emergency
accommodation such as having to label food, lack of safe food storage and lack of space.
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For example, to prepare a meal we need to have access to particular appliances,
equipment and storage, for example a microwave or cooker, an oven, a fridge or a
toaster. If we follow a specific diet for religious, medical or other reasons, we may
require culturally specific and culturally acceptable foods. Therefore, the foods
consumed, and the way in which they are can be consumed are dictated by these
restrictive living arrangements. This can have a knock-on effect on children. If a child
has never been exposed to, has never seen or used cooking equipment or different types
of food in their home life, this can lead to social inequality outside the home. Bourdieu
(2010, p.70) states:
‘the mode of acquisition is most marked in the ordinary choices of everyday existence,
such as furniture, clothing or cooking, which are particularly revealing of deep rooted
and long standing dispositions’.
It may not be possible to escape from the deprivation of necessary goods (Bourdieu,
2010) if food poverty is measured by food deprivation alone. By doing so, we are
accepting that is it sufficient to have access to cheap foods or free foods from charities
or foodbanks, while ignoring that having no table to sit around, or no fridge to store the
cheap milk; is not acceptable. For any person having to rely on foodbanks or charities as
a means of survival is belittling and diminishing, and while charities do valuable work,
they cannot fix economic inequality (Lynch, 2013).
The quote from Freire (1972, pp. 21- 22) reflects what is happening with the use of food
banks and such resources to deal with the food poverty problem:
‘True generosity consists precisely in fighting to destroy the causes which nourish false
charity. False charity constrains the fearful and subdued, the ‘rejects of life’, to extend
their trembling hands. Real generosity lies in striving so that those hands – whether of
individuals – or entire peoples – need be more extended less and less in supplication, so
that more and more they become human hands which work, and by working transform
the world’.

2.9 Food media
The media plays a significant role in influencing children's and adults’ food behaviours.
Children are becoming consumers at an early age (Kraak and Pelletier, 1998) and are
also becoming influencers themselves (Almeida, Scagliusi, Duran, and Jaime 2018). The
time from birth to adolescence exhibits dramatic changes in cognitive development and
social maturity, and this is reflected in their growing understanding of their role as
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consumers, for example, evaluating products, decision-making and a deepening
understanding of social and personal situations about consumption (Roedder, 1999).
The growth in, and access to, technology and the internet have increased the amount of
time adults and children spend on media devices. Mobile, online media and television
available on new media platforms has exploded. Media multi-tasking is common among
teenagers also, and these combined have caused increased media usage in children
(Kaiser Family Foundation, 2010). Access to, and increasing use of, media is growing and
any media where food behaviours can be influenced needs to considered carefully.
2.9.1 The television ’set’ and food marketing
The television set is still a dominant device in children’s lives albeit in differing forms
such as a Smart TV. Although the amount of children watching TV on a TV set has
declined, this is in favour of watching on mobile devices such as tablets or smartphones
(Ofcom, 2019). Studies show that watching television is a contributing factor to
overweight and increasing Body Mass Index (Proctor, Moore, Gao, Cupples, Bradlee,
Hood and Ellison, 2003; Hancox and Poulton, 2006). Research results show that children
who never watch television during lunch or dinner had lower odds of being overweight
compared to those who did (Vik, Bjørnarå, Øverby, Lien, Androutsos, Maes, Jan, Kovacs,
Moreno, Dössegger, Manios, Brug, and Bere, 2013). Maternal influence was an
important factor in whether children ate while watching television or not according to
Dubois, Farmer, Girard, and Peterson (2008). Maternal education (Madden, 2016),
maternal age, being an immigrant mother, a non-working mother and mothers of
children who do not attend childcare, increased the chances of children eating in front
of the television. The study by Dubois et al. (2008) also found that a significant
proportion of children from families with a lower socio-economic status ate in front of
the television. The children who consumed snacks every day while watching television
had a higher BMI than those who did less frequently. Matheson, Killen, Wang, Varady,
and Robinson, (2004) state that a high proportion of children's daily energy intake is
consumed while watching television, thereby indicating a potential link between
watching television with overweight and obesity problems.
A study by Borzekowski and Robinson (2001) on the impact of television commercials
on food preferences in pre-school children showed that all it takes is one to two
exposures of a 10-30 second commercial to influence smaller children’s (ages 2-6)
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preferences for specific food products. Exposure to food advertising results in increased
food consumption of energy-dense, nutrient-poor foods (Halford, Gillespie, Brown,
Pontin, and Dovey, 2004; Andreyeva, Kelly, and Harris, 2011; Boyland and Whalen,
2015). Scully, Reid, Macken, Healy, Saunders, Leddin, Cullen, Dunne, and O' Gorman
(2014) found that on average food advertisements lasted 13.2 seconds on television in
Ireland and the United Kingdom. Unhealthy food and drink products accounted for
almost half of those food advertisements, and the products are portrayed attractively
and appealingly to children, but are seldom associated with any adverse outcomes. The
consumption of high fat and high sugars was directly connected to television habits such
as watching television while eating, amount of time spent watching television, and
having a screen in the bedroom. These indicators are associated with overweight and
obesity risk also (Lissner, Lanfer, Gwozdz, Olafsdottir, Eiben, Moreno, SantaliestraPasías, Kovács, Barba, Loit, Kourides, Pala, Pohlabeln, De Henauw, Buchecker, Ahrens,
and Reisch, 2012).
The majority of food marketed to children is high in fats, sugar and salt (HFSS) (European
Heart Network, 2005; Kelly, Halford, Boyland, Chapman, Bautista-Castaño, Berg, Caroli,
Cook, Coutinho, Effertz, Grammatikaki, Keller, Leung, Manios, Monteiro, Pedley, Prell,
Raine, Recine, Serra-Majam, Singh, and Summerbell, 2010; Allemandi, Castronuovo,
Tiscornia, Ponce, and Schoj, 2018). Companies spend substantial amounts of money
marketing unhealthy food to children, especially through television advertising.
Television adverts for unhealthy food aimed at children ranged from 49% in Italy to
almost 100% in the United Kingdom and Denmark (European Heart Network, 2005).
Clarke (2018) states that almost half of all television food advertising watched by
children is for HFSS. Although the advertising of junk food products during children’s
programmes has been banned for over ten years, it remains the case that advertising
for these HFSS foods still appear before the 9pm watershed. With a reported 64% of
children in 2016 watching television outside of children’s programmes, this type of
advertising is a cause for concern.
Research by the Obesity Health Alliance (2017) further analysed the idea of the
watershed and junk food advertising. The study provided evidence that the majority of
children watch television between 6.00pm and 9.00pm with family orientated shows
like The X Factor, Britain’s Got Talent, The Voice and I'm a Celebrity Get Me Out of Here.
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When they monitored programmes that were popular at this time, they found that 59%
of food and drink adverts that were shown during this time were for HFSS. The worst
case found during the research was during an episode of Hollyoaks which was watched
by approximately 140,000 children. The research found that during the breaks they were
exposed to nine HFSS adverts in the space of thirty minutes, included in the adverts were
McDonald's (bacon double clubhouse burger), Dominos Pizza (pepperoni passion pizza)
and Haribo (starmix sweets). Similarly, during a one-hour show, The Voice watched by
over 700,000 children, there were twelve adverts for HFSS. In contrast, only 1% of the
food and drink adverts shown during family viewing time were for fruits and vegetables.
A study by Thomas, Hooper, Rosenberg, Thomas, and Vohra (2018) investigated the
association between television marketing and diet. Results reflect earlier research by
the Obesity Health Alliance (2017) that family televisions shows, reality television, sports
and daytime television were where they observed most junk food advertising. High
exposure to advertising resulted in higher consumption of HFSS products such as sugary
drinks, takeaways and fried potato products. These results are consistent with evidence
that television marketing is a risk factor for consumption of unhealthy food and drink.
Uribe and Fuentes-García (2015) found that when children are exposed to brand
placement of unhealthy foods on television their brand awareness and behavioural
disposition towards junk food increases. When brand placement is combined with
advertising it increases even more. Children are deliberately exposed to advertisements
of unhealthy foods with the use of child-orientated marketing-persuasive techniques
which go against all healthy guidelines and nutritional recommendations (Kelly et al.,
2010). Persuasive techniques such as giveaways, movie tie-ins, and toys (Bernhardt
Wilking, Adachi-Mejia, Bergamini, Marijnissen, and Sargent, 2013) have extraordinary
powers: they are fun, make you cool and popular, are associated with cartoon characters
(Lodolce, Harris, and Schwartz, 2013) and are deceptive techniques especially for young
children given their cognitive ability (Vilaro, Barnett, Watson, Merten, and Mathews,
2017). A study by Carter, Patterson, Donovan, Ewing, and Roberts (2011) indicates that
although the average eight-year-old child is capable of understanding selling and profitmaking, they are more innocent when it comes to persuasion techniques used by
companies.
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Masterchef is one of the most popular cooking shows on television. It began in the
United Kingdom but now there are versions of the franchise shown all over the world
including Asia, Australia, Africa, Europe and the Middle East. The year before it was due
to start in Australia obesity became a public health priority. The show focused heavily
on seeking pleasure and taste from food rather than on healthy eating. Despite the
public health concerns, and in contrast to the nutritional guidelines that were publicised
at the time, Coles supermarket reported increase sales of butter and other ingredients
showcased on the show such as cream and red meat. This critical evidence highlights
missed opportunities for more positive food influences (Phillipov, 2012).
In Ireland, there are restrictions on HFSS broadcast advertising to under-18s on
television and radio. The rules prohibit the promotion of HFSS foods in children’s
programming. There are also restrictions on health and nutrition claims and promotional
offers (Broadcasting Authority of Ireland, 2013). Ireland has developed voluntary codes
restricting the advertising and marketing of food and non-alcoholic drinks, they apply to
non-broadcast advertising of HFSS foods. Non-Broadcast Media does not include ondemand audio-visual media services (Department of Health, 2017).
The codes were developed in line with A Healthy Weight for Ireland - Obesity Policy and
Action Plan, 2016 – 2025 in response to obesity levels. It aims to reduce marketing of
HFSS foods in a variety of locations such as out-of-home, print media, cinemas and retail
product placement.
The types of food and cooking programmes that appear on Irish television are varied
from the International programmes already mentioned to specific Irish cookery
programmes, and almost every daytime or morning show contains a ‘food’ segment.
Exclusive Irish cooking shows for children include Whiz sa Chistin (game show based
around food) and Bia Linn (cookery show) on TG4.
The type of television on offer has changed dramatically over the last number of years,
in particular though the Pandemic with the Netflix streaming service becoming the
primary company in digital streaming (Wallach, 2021). Michelle Obama’s new Netflix
children cookery series called, ‘Waffles + Mochi’ is an extension of her earlier initiatives
to help families to access healthy food (RTE, 2021b). A study by Ngqangashe, De Backer,
Hudders, Hermans, Vandebosch, and Smits (2018) investigating the influence of
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television cookery shows on children’s food choice behaviour shows that watching a
single episode can influence food behaviour, and that this can be used positively to
influence increased consumption of fruits and vegetables in the short term and could be
used as platforms for nutritional education.
2.9.2 Digital media
Digital media and digital independence have grown with the ownership of smartphones
doubling between 9 and 10 year coinciding with the move to secondary school (Ofcom,
2019). Research conducted by Tatlow-Golden, Tracey, and Dolphin (2016) found that,
although there was no marketing directed at children on food brand websites, there was
a lot of teen-appealing content on social media and other websites. Participants in a
study by Vaterlaus, Patten, Roche, and Young, (2015) viewed social media and its
connection to food in three ways on Snapchat, Pinterest, Twitter, Facebook and
Instagram: (1) Expanded Food Choices (2) Showcasing Food (3) Distraction.

Expanded Food Choices

Showcasing Food

Distraction

Figure 2.4 Social Media Connection to Food adapted from Vaterlaus et al., (2015)

The study showed that there are numerous recipes available through Facebook,
Pinterest and Twitter, and although the majority are for desserts and treats, there are
opportunities to seek out healthier recipes, explore new tastes and diets such as vegan
or paleo. The idea of showing off the food produced in pictures is widespread on social
media and in particular on Instagram with the hashtag; #foodporn. However, some
admitted that oversharing could cause feelings of hunger and wanting to eat. Spence,
Okajima, Cheok, Petit, and Michel (2016) questioned whether these visual food cues in
our environment are triggering hunger, and whether continually being exposed to
images of popular foods via online media may be adding to the rise of obesity and
overweight. Spence et al. (2016) explained that exposure to virtual foods may be
intensifying our physiological hunger due to the array of neural activity (changes in
attention), physiological (increased salivation, changes in heart rate) and behavioural
responses (self-restraint) linked to seeing food. Considering the vast quantities of online
food media, it would seem consumers are spending more time taking pictures of food
than consuming!
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Distraction (Robinson, Aveyard, Daley, Jolly, Lewis, Lycett and Higgs, 2013) was common
when eating at home or in restaurants causing people to consume more as they are not
paying attention (Vaterlaus et al., 2015; Spence et al., 2016). Other studies conducted
examined the effect that distraction has on intake during eating, Robinson et al. (2013)
found that distractions (for example watching television or listening to the radio) can
prompt you to eat more at mealtimes and can influence the memory of the food and
number of calories you have eaten later on. Above all other screens such as computers
and video games, watching television was the one activity associated with overweight
children in a study by Bickham, Blood, Walls, Shrier, and Rich (2013). Paying attention to
the screen as opposed to what is being eaten is a factor along with continuous
advertising of energy-dense foods and snacks. It is common for children to consume
snacks while watching television and while doing so they are unaware of the amount
they have eaten and tended to eat more. They are not conscious about their eating
behaviours. Unlike the use of tablets and games, watching television leaves the hands
free to do other things such as eat.
Holmberg, Chaplin, Hillman, and Berg (2016) found that 85% of adolescent users shared
images containing food and almost 68% of all food images were of foods high in calories.
Many of the images were influenced by food brands, and this was depicted in the
images. A study by Folkvord, Anschütz, Buijzen, and Valkenburg (2013) looked at the
effects of playing advergames on consumption in children. The advergames were
promoting energy-dense snacks and fruits. Results showed that playing an advergame
that containing food increased consumption in general, but in particular increased the
intake if energy-dense snacks as opposed to fruits. Research undertaken by Nairn and
Hang (2012) had similar findings showing that advergames are used to promote HFSS
foods but also that teenagers find it difficult to recognise advertising online (Nairn and
Hang, 2012; Ofcom, 2019).
As the use of social media rises, there may be potential to harness its popularity and use
online media for effective and positive strategies to tackle food-related issues such as
overweight and obesity. Swindle, Ward, and Whiteside-Mansell (2018) investigated the
possibility of using Facebook in such a way. Results from the study which looked at
parents’ engagement with a preschool obesity programme curriculum showed that
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Facebook was a possible medium to provide nutrition education and facilitated varying
levels of parental engagement. The type of content posted, the number of posts and the
format of posts drove engagement. Parents found that unlike workshops, Facebook was
more accessible from a time perspective. Tobey and Manore (2014) state that social
media can be a quick, cost-effective and direct way for nutrition education to broaden
its reach. To achieve this, best practice needs to be in place regarding needs assessment,
selecting appropriate social media sites, creating a plan and collecting and tracking
information.
A study by Hawkins, Farrow, and Thomas (2020) found that social media could be used
to use ‘nudge’ techniques to influence healthy eating habits. The research found that
friends are influenced by their online social circle and what they are do, and as such copy
or follow those behaviours whether considered ‘healthy’ or not. However, consideration
must be given to the fact that foods considered as ‘healthy’ are often out of a person’s
reach due to cost, availability or access.

2.10 Time to eat well in the school environment
Children spend most of their waking time at school and eat at least one meal there every
day. It may be brought from home or provided within the school. Commonly, school
lunch is eaten in the classroom (Benn and Carlsson, 2014; Andersen, et al., 2015) with
little attention to the manner in which food is eaten which is usually ‘bare hands directly
from the lunch box’ (Andersen et al., 2015, p. 7). Having a healthy lunch is important,
but having sufficient time to consume that food is also vital. Just over half of children in
Ireland do not get enough time to eat their lunch at school according to a survey by the
National Parents’ Council (2015) as citied by Wayman (2015), and it was one of the
comments that children made when asked what made them unhappy at lunchtime.
Cohen, Jahn, Richardson, Cluggish, Parker, and Rimm (2016) found that when children
have a school lunch break of fewer than 20 minutes they consumed less of their main
meal (13 % less) milk (10% less) and vegetables (12% less) and were less likely to eat any
fruit than those who had 25 minutes to eat their meal. The short time to eat also means
they are rushing while eating. Morrison (1996) shows the complex issues faced during
school eating arrangements when ‘hurrying’ and ‘eating up’ were issues of great
importance, especially considering that free meals were associated with tax paying
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citizens. The speed in which food is eaten during lunchtime is distorting the amount of
food eaten. However, there are other factors to consider in this case such as skipping
breakfast, each individual child, and the interaction with classmates, physical
environment and the availability of caloric foods (Zandian, Ioakimidis, Bergström,
Brodin, Bergh, Leon, Shield, and Södersten, 2012). Other research shows that students
who brought a packed lunch to school had more time to consume the food as opposed
to those who are availing of school lunches (Buergel, Bergman, Knutson, and Lindaas,
2002) due to general logistics. However, we cannot overlook that children sometimes
rush to finish lunch quickly to escape from teacher control (Chitakunye and Maclaran,
2008).

2.11 Food as care in social justice discourses
Inglis (2008) describes Ireland as a consumer capitalist society with liberal individualism
attributed in the main to growth in the power of the media, changes in religion, and
globalisation. Ireland’s constant pursuit of an economic model promotes inequality and
leaves many without basic living standards such as food, housing, education and welfare
(Hearne and McMahon, 2016). Currently, social policy is broadly derived from a linear
model of economic growth and competitiveness in the first instance, as opposed to
investing in social policy from the outset which can produce more sustainable economic
development in the long-term (Considine and Dukelow, 2010). Lynch, Baker, Lyons,
Feeley, Hanlon, O’Brien, Walsh, Cantillon (2009) state that the capitalist view of people
as moveable economic units undermines emotional well-being and care relationships,
and that this is a form of ‘affective injustice'. Lynch (2018a) states that although care is
not explicitly in politics it underpins all of it, meaning that public services are a way of
showing care for citizens: public services like education, health and social services to
name a few. Lynch (2018b) argues that there is a growing critique of dependency in Irish
society without the consideration that, in fact, it is endemic to the human condition, and
we must appreciate the importance of understanding caring as an ethic - not in terms of
market value. Understanding the inevitability of dependency in relationships, as part of
being human, are key aspects of living a fulfilled life (Farrell, 2020). Moss (2014) writes
that caring as a value should be more central in politics, and supports Tronto’s (1993)
ethics of care which advocates for caring as informing all aspects of life. Moss (2014)

42

goes into detail with Tronto’s ethics of care framework in highlighting the importance in
everyday life for example:
a. Responsibility – an important condition for equality of participation by women
and men in society – personal, familial social, economic, political and cultural.
b. Reciprocity- emphasis on giving and receiving care, inter-dependence and
relational self.
c. Solidarity- care that fosters sense of security personal and social security.
d. Living well and sustainably - contributes to goal well-being and flourishing
without limits.
Noddings (2005, p.173) writes ‘we live in an age troubled by social problems that force
us to reconsider what we do in schools’. She recommends that learning to care is the
foundation of sincere education, and that its main aim is a moral one to nurture the
growth of competent, caring and loving people.

2.12 Systemic educational inequality, capital and curriculum hierarchies
In educational terms, Ireland has a national primary school system with equally qualified
teachers throughout. However, there is a rise in private schools (O’Brien and ClarkeMolloy, 2019). Lynch and Baker (2005) stress that we can’t have equality of opportunity
in education without equality of condition, and although the primary schools may be
egalitarian, the conditions outside of them, such as parents using their private wealth to
advance their own children, means that the more unequal become more unequal. It
means that children coming from low-income backgrounds are unable to compete for
educational advantages and privileges that grow from education.
Although it is widely accepted that education is a fundamental human right, Power et
al. (2013) suggests that in a neoliberal society ‘social actors’ make choices about where
to send their children to school based on cost, benefits and perceived possibilities of
successful outcomes. Of course, this allows only those who can afford it to make these
choices. Neoliberal principles of choice and competition enable parents living in a highly
consumer-driven and market-led society to decide the ‘best’ education setting for their
children. The ‘best’ meaning the settings that will enhance the child’s academic abilities
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in preparation for future schooling and the market-driven productive economy. This
increasing focus on educating has a limiting effect on care (Ang, 2014).
Children from low income backgrounds do not have the economic capital that can be
converted into cultural capital that schools value and accredit, as well as lack of social
networks. This can lead to educational failure (Lynch and Baker, 2005; Power et al.,
2013). Bourdieu (2010, p.99) maintains:
‘the educational capital held at a given moment expresses, among other things, the
economic and social level of the family of origin’.
Lynch and Baker (2005) state that schools give more time and credit to knowledge and
intelligences that are associated with occupations that are considered desirable in
society, valuing and prioritising subjects such as maths and linguistics (Department of
Education and Skills, 2011). Subjects associated with lesser status are included in the
curriculum but are limited in terms of time and space. Noddings (2005) notes that the
general curriculum diminishes the talents of children who have abilities that are outside
this ‘norm’. Devine (2002) explains that because of the hierarchy of work related to the
disciplines of maths and languages there is a negative implication for the merit of other
subjects such as art which could be done outside of school. The 2020 CSL study (Devine,
Symonds, Sloan, Cahoon, Crean, Farrell, Davies, Blue, and Hogan) showed that the
majority of discretionary time in the school day was used for English, literacy, reading,
maths and numeracy and that the majority of teachers teaching 2 nd class do not use
Aistear or its concepts to guide their teaching.
The everyday lives and cultures of children from lower socio-economic backgrounds are
not studied in school and this in turn reinforces their inferiority in society (Lynch and
Baker, 2005).
Findings from Burns study (2015) on early career teachers reveal that teachers show a
very high degree of support and care for their pupils, particularly those coping with
issues relating to intergenerational poverty. However, teaching methodologies were not
truly connected to the pupils’ world. The accountability discourse means their
approaches result in the academic development of the pupil becoming a secondary
concern instead of promoting an integration of both and using creative approaches to
integrate literacy with Social Personal and Health Education (SPHE) or the arts (Burns,
2015). The 2020 CSL study (Devine, et al., 2020) reported teacher, parent and children’s
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anxiety around the area of standardised testing, 51% of the teachers disagreed that
standardised testing was an accurate measure of student learning.
Burns (2015) states that the emphasis on literacy and numeracy as important can affect
the overall richness of the curriculum instead of focusing on the market citizen there
should be more emphasis on literacy in terms of personal and social development, active
citizenship and social inclusion. Power et al. (2013) reveals that the Irish response to
disadvantage is more targeted than systemic, focusing on those who have failed within
the system instead of the system itself, which ensures that in educational norms, the
majority and privilege go unchallenged (Burns, 2015).
2.12.1 Incremental educational disadvantage and ‘destiny’
According to Loftus (2017) there is an obvious link between socio-economic factors and
homelessness, and that they are both the cause and the consequence of educational
disadvantage. The Focus Ireland Report (Loftus, 2017 p.3) states that educational
disadvantage is not something that happens overnight:
‘..looking at the relationship between different elements of socio-economic and
educational disadvantage is that it is a gradual, accumulative process that occurs over
time’.
Pupils attending DEIS schools have a higher number of ‘low achievers’ in comparison to
those attending non-DEIS schools. However, it was noted at sixth class level that there
was the greatest difference with almost twice the percentage of low-scoring pupils,
while second class pupils in DEIS schools were close the national average (Weir
Kavanagh, Kelleher, and Moran, 2017). If this is the case, it is important to confront these
challenges early before they become out of control and end up taking a lot more time
to resolve.
Programmes to tackle educational disadvantage in Ireland are targeted at schools with
high levels of socio-economically marginalised students. DEIS schools focus on the
educational needs of children from marginalised communities in Ireland. However, as
stated previously, identification/inclusion in DEIS is not based on analysis of
disadvantage at student level but on reports by Principals on the level of disadvantage
in their population (Loftus, 2017). The Organisation for Economic Co-operation and
Development (OECD) (2011) recognises that ‘disadvantage is not destiny’ and that socio-
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internationally. Bourdieu (2010, p.105) states that
‘the members of a class initially possessing a certain economic and cultural capital are
destined to an educational and social trajectory leading to a given position means in fact
that a fraction of the class will deviate from the trajectory most common for the class as
a whole and follow the (higher or lower) trajectory which was probable for members of
another class’.
Research conducted by Martina (2006) examined how marginalised students have the
ability to succeed or fail in school in spite of this ‘destiny’, and pointed to the important
role played by institutional agents, in particular peers and friends, but also teachers. The
research found that students who succeed were able to gain the cultural capital (by
repeated contact with mainstream school/instructional practices) of the dominant
culture and through trust and accepting help from the institutional agents.
Understanding and gaining the cultural and social capital of the dominant culture is what
was called on here to succeed in school, which highlights that:
‘…by creating criteria that so suit the privileged that those from different backgrounds
need to negotiate a way to participate’ (Gilligan, 2007 p. 44).
Children from different backgrounds have to fit in to this world, and in order to succeed
within it perhaps are letting go and moving away from their habitus. Hourigan’s (2011)
research in Limerick indicated that within some marginalised communities when a
person attempts upward social mobility through work for example, they risk becoming
socially excluded from their own. Generally, different class groups will have similarities,
everybody they know would be in the same boat so-to-speak in terms of wealth, but
also the types of social relationships they have, attitudes towards different ideals and
values (Breen and Whelan, 1996). Therefore, to move beyond this cultural reproduction
the person/group has to be able to take advantage of this and not just accept what it
means in economic terms, but also what it means to an outsider or a ‘snob’ (Hourigan,
2011) in your own community (Breen and Whelan, 1996).
In the late 1960s the state began to subsidise secondary school education for all
children, and while this meant children had access to the system, it did not stop those
who had extra money from investing in private education or extra-curricular educational
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activities (Power, et al., 2013). Lynch and Baker’s (2005) extensive research in the areas
of education and equality recognises that although participation and access are
important factors in equality, a more integrated approach is necessary within education
systems. Lynch and Baker (2005) defined this as ‘equality of condition’ and identified
five key principles:
1. Resources (economic, social and cultural).
2. Respect and recognition – accepting differences, equal rights and privileges.
3. Love, care and solidarity.
4. Equality of power.
5. Working and learning.
In schools and colleges, credit is given for the skills and capabilities that fit in with
building and expanding the economies of the society that we live in. Some of the biggest
industries in Ireland are the pharmaceutical and medical, financial services and software
and Information Communication Technology (ICT) (Omondi, 2019) many of which are
located in Ireland as a result of Foreign Direct Investment (FDI) (IDA Ireland, 2020). The
amount of time given to subordinate subjects (for example, arts, food education, and
creativity and kinaesthetic, skills based learning) is limited within the curriculum (Lynch
and Baker, 2005: Devine, 2002) in this paradigm.
Education based on the ‘market’ has implications for what happens in the classroom,
alienating different types of learning and development (Lynch, Grummell and Devine,
2015). A major concern with this is what we are valuing and supporting as a society.
Cahill (2015) notes the policy-makers and those involved in education need to include
social class in legislation and policy so that there might be better equality of opportunity
and condition on this democratic and inclusive island. However, teachers have a
powerful position in Irish society, and this means they could be a powerful force for
change in terms of policy-making (Lynch, Grummell and Devine, 2015).
Schools themselves and education can be viewed as an agent for change. Lynch and
Baker (2005) point out that school is also an agent of class inequality, but that learning
has the potential to be a site for developing resistance to inequality. Grenfell (2008,
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p.17) echoes this position in his book on Bourdieu’s key concepts. He states that
education was‘a double edged sword: it highlighted one’s idiosyncrasies; at the same time, it offered
one the means to escape its immediate surrounding.’
The school itself cannot eliminate inequalities by itself. However, those working in
schools can challenge the shared beliefs and heuristics of the dominant system. This can
be achieved through pedagogy and curricula design (Lynch, 2018c). However, research
has indicated that in Ireland educators are more likely to come from the dominant
culture (Gilligan, 2007; O’Toole and Hayes, 2020) and research suggests that this may
lead to a lowering of expectations for children from different backgrounds to
themselves, and in particular children attending DEIS schools (Archer and Weir, 2005;
Burns, 2015; O’Toole and Hayes, 2020).

2.13 The edu-care role of DEIS schools
DEIS schools encounter and support children who experience the effects of lower socioeconomic factors, such as issues with diet, care, health and hygiene. As stated by
Courtney (2015), in more advantaged communities care needs are met within families
and the community, whereas in marginalised communities the school often takes on this
role which leaves less time for a more education focused school experience (Figure 2.4).
He suggested a number of solutions that could help:
a. Increased grants to match experiences of average income families
b. High quality school environments - play spaces, kitchens and classrooms
c. Successful positive experiences in education
d. High staff to pupil ratios - ancillary and lunch staff
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Figure 2.5 Unmet Care Needs in DEIS schools Adapted from Courtney (2015)

Some children attending DEIS schools are living in homeless accommodation and if a
child has eaten in school it gives the parents/caregivers one less thing to worry about as
they have limited access to food (Share and Hennessey, 2017).
2.13.1 Schools – a safe haven for self-belief and efficacy?
‘Children learn in contexts, and the spaces, places and people they come into contact
with have a deep influence on their development’ (Hayes, et al., 2017).
Daniel et al., (1999) state that although schools and teachers cannot protect children
from all hardships, by using their political and educational agency (Lynch 2018c) they
may help to boost their resilience which can help them cope, survive and thrive (Daniel,
et al., 1999). Their pilot project in Scotland was a joint effort between the Centre for
Child Care and Protection Studies, Dundee University, and a city social work department.
It found six domains that can help to build resilience:
1. Proving a secure base – school can offer a complementary base especially for
those who may be moving accommodation regularly in the case of emergency
accommodation. Homelessness has adverse effect and can be disruptive to
education itself when children have to deal with the reality of living in emergency
accommodation. Children are too tired, miss breakfast, and lack concentration
in school (Loftus, 2017).
2. Education – building self-esteem and self-efficacy.
3. Friendships – sustaining relationships
4. Talents and interests - allowing children to develop
5. Positive values – encouraging empathy and a caring environment.
6. Social competencies – social skills development in a relational setting.
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Daniel et al., (1999) note that self-efficacy is the foundation of resilience and that
helping children to believe in themselves can help overcome challenges. Their research
recognised that encouraging positive values was one of the areas that needed further
development in practice. To facilitate this, situations need to be created to help people
care and be responsible towards each other.
Living in emergency accommodation makes it difficult to maintain regular school
attendance and this can impact on children’s schoolwork, therefore impacting on their
own self-belief in their capabilities and subsequently their motivation. School
attendance also impacts on the ability to make and keep steady friendships and this can
lead to low self-esteem. Lack of daily routines, financial pressures, health issues, sleep,
having no space (to play, for privacy) and stressful living circumstances all impact on a
child’s ability to attend, participate and feel valued in school (Keogh, Halpenny and
Gilligan, 2006). More recently in Home Works: A Study on the Educational Needs of
Children Experiencing Homelessness and Living in Emergency Accommodation (Scanlon
and McKenna, 2018) reflects the earlier research from Keogh et al. (2006) in relation to
Educational Needs of children living with disadvantage. The study developed key
indicators of education-related needs across four domains (Figure 2.5).

Figure 2.6 Home Work: Children's Needs Across Type of Educational Provision (Scanlon and McKenna,
2018 p. 26)

1. Basic physiological needs - food, adequate rest and physical health must be
satisfied.
2. Security, routine and predictability - Uncertainty in accommodation, leading to
loss of space, privacy and personal belongings.
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3. Friendship, trust and belonging - difficulty in maintaining friendships and
activities due to moving accommodation frequently.
4. Self-esteem - Pupil’s awareness of self-worth and educational aspirations.
It is worth noting here that much like the accumulative nature of educational
disadvantage (Loftus, 2017) that educational needs in relation to friendship, trust,
belonging and self-esteem, start to become even more important as children get older.
Friendship and play were indicated by children as one of the most important aspects of
school (Devine, et al., 2020). Therefore, it is important to begin to address those needs
early in a child’s life. Positive everyday experiences can enhance self-esteem and selfefficacy and this can take place in school (Gilligan, 2000). This thesis research intends to
move their research on by identifying a fifth domain of need of children in primary
schools and offer an alternative way of dealing with the needs already identified in
addition to the 5th domain of need.

2.14 Chapter summary
This chapter examined the broad range of competing discourses when it comes to ‘food’.
This research is interested in responses to child poverty and food poverty in particular,
food in schools. The literature clearly states that the issue of child poverty is not
dissipating and has only been exacerbated in the past year due to COVID-19. However,
the measurement of food poverty requires a more holistic, multidimensional approach
in addition to income measures to encompass a deeper understanding of the lived
experiences of child poverty. At the same time expanding, the definition of food poverty
from a narrow biological perspective to one that includes social and cultural needs is
required. Responses to food poverty are ‘fragmented’ with an over-reliance on
voluntary and charitable organisations. Schools play an important role in the everyday
lives of children. As a public space, what happens in schools is a reflection of the political
environment. Schools can provide a space to deal with childhood hunger and food
poverty. The literature suggests that breakfast clubs and hot school lunches not only
provide sustenance and nutrition but also can be used as pedagogic opportunities for
learning about nutrition, culture and social skills. However, it is not the case in Ireland
that all children can avail of such programmes and having ‘access to’ as opposed to
having a ‘right to’ is a major cause for concern. School meals for all schoolchildren should
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be a part of everyday life. In terms of learning, there is an emphasis on literacy and
numeracy and acquiring knowledge associated with desirable occupations, therefore
limiting time on other subjects, which are concerned with personal and social
development, care and social inclusion. These issues are important for all children but
particularly for children from marginalised communities. DEIS schools have to consider
the effects of lower socio-economic factors every day in school. Therefore, what schools
can do to limit these effects is an area of concern for this thesis. Chapter 3 investigates
the concept of care and the connections between care and commensality in school.
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Chapter Three: Food and Care in the Primary Curriculum
3.1 Introduction
As with Chapter 2, questions related to the aim and objectives of the case study pilot,
integrated Food Edu-Care curriculum module in this research were asked of the
literature related to the field of food and care in the primary school curriculum. One
such question relates to the significance of distinguishing between ‘food literacy’ and
‘food in the curriculum’. Another relates to food as ‘nutrition’ and food as
‘commensality’. A separate issue relates to the use of both Irish and English in the
module, considering the case study school is a GaelScoil.

3.2 Primacy school environment
Currently in 2021, the National Council for Curriculum and Development (NCCA) is
reviewing and redeveloping the primary curriculum for the first time since the
introduction of the Primary School Curriculum in 1999. Over the last twenty years,
research on children’s learning and development has accelerated, and therefore
stakeholders considered that a redeveloped curriculum could better support schools
and teachers to respond in a more respectful, engaging and value-driven way in more
diverse classrooms. The consultation on the Draft Primary Curriculum Framework is on
going, and, due to impact of COVID-19, further consultation with teachers, school
leaders, parents and children will continue in the 2021 / 2022 school year (NCCA, 2020).
The new Draft Primary Curriculum is aspirational in its vision:
‘The curriculum aims to provide a strong foundation for every child to thrive and flourish,
supporting them in realising their full potential as individuals and as members of
communities and society during childhood and into the future’ (NCCA, 2020 p. 5).
Within the new Draft Primary Curriculum framework there is an importance placed on
dispositions such as resilience, creativity, innovation and critical thinking. The new
curriculum framework will see teachers and schools using broad learning outcomes in
curriculum areas, and subjects appropriate to children in their school community.
Teachers can interpret locally, which allows for variations in children’s learning. This is
extremely important in terms of DEIS schools. The NCCA have recommended eight
principles to consider in the new curriculum as shown in Figure 3.1 below (NCCA, 2020).
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Figure 3.1 NCCA Principles (2020, p. 6)

For some children attending DEIS schools, and in particular children coming from
difficult or challenging home lives, attention to the particulars of each principle will be
extremely important:
1. The principle of transitions and continuity: this refers to children’s prior learning
at home or in preschool for example: how does this affect children who are
moving around because of unstable living arrangements and changing schools?
2. The principle of partnerships: this refers to collaboration between schools,
families and communities. However, how possible is this in an inner-city DEIS
school with low parental engagement?
3. The principle of learning environments refers to children’s physical environment
indoors and outdoors. What happens with schools in the inner-city, which lack
outdoor green space?
4. The principle of engagement refers to creating opportunities to develop agency
though creativity and collaboration in the curriculum. To what extent can
childhood agency be exercised through opportunities provided within the
curriculum for collaboration and creativity?
5. Finally, the principle of pedagogy refers to strategies to enhance engagement
and connecting with children’s life experiences. To what extent is it possible to
incorporate children’s life experiences in the context of extreme disadvantage
without re-producing such experiences?
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Research by McCoy, Smyth and Banks (2012), using insights from the Growing Up in
Ireland Study, looked at the reality of a ‘child-centred’ and ‘children-as-active-agents
approach’ in the primary curriculum. The report found that although recent graduate
teachers were much more focused on active learning methods, this decreased over
time, and overall the dominant method of whole-class teaching continued. It also found
that those attending fee-paying schools, schools with smaller classes, GaelScoileanna
and non-disadvantaged schools, were more likely to engage in active learning than those
in DEIS schools or English medium schools. This suggests that teachers’ methods become
stagnant over time as they become overly burdened by the political and cultural
environment, along with school pressures, leading to de-sensitisation.
Alongside the eight principles, the redeveloped curriculum seeks to equip children with
essential skills, or key competencies, to support broad learning goals which build on
learning at home and in pre-school (Figure 3.2). The Draft framework describes ‘being
an active citizen’ as follows:
‘This competency fosters within children the knowledge, skills, concepts, attitudes,
values and dispositions that motivate and empower them as citizens to take positive
actions to live justly, sustainably and with regard for the rights of others. It helps children
question, critique and understand what is happening in the world within a framework of
human rights, equality and social justice’(NCCA, 2020, p. 8).
The key question here is: how can this be achieved in a classroom where some children
are experiencing difficulties in their daily lives due to poverty, for example? It is difficult
enough for adults, let alone children to understand systemic inequality, and therefore
extremely challenging for both adults and children to critique their own disadvantage!

Figure 3.2 NCCA Key Competencies (2020, p.7)
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In terms of curriculum areas and subjects, the redeveloped curriculum is presented in
five areas (as opposed to seven general areas) further sub-divided into specific subjects,
Primary School Curriculum (1999) of Language, Mathematics, Science and Technology
Education, Well-being, Arts Education, Social and Environmental Education. In addition
to these areas, ‘schools have a legal right to design their own programme in accordance
with ethos of the school’ (NCCA, 2020).
The class levels are broken into two stages (Stages 1 and 2: junior infants to second class)
building on Aistear and using an integrated approach. Stages 3 and 4 are third to sixth
class.
In Stages 3 and 4:
‘curriculum areas become more differentiated into subjects… while continuing to provide
important opportunities for teaching and learning in integrated and engaging ways’
(NCCA, 2020, p. 12)
Integrated learning is one of the key principles of the Primary School Curriculum (1999)
and also features in the Draft Primary Curriculum Framework. There is an increase in
time allocated to a new area ‘Wellbeing’ (SPHE and Physical Education, PE). The
proposed change is from one hour and 30 minutes per week in the Primary School
Curriculum (1999) to a proposed 3 hours per week.
There is a stronger emphasis on technology and science, and a broadening of the arts to
include dance, digital media and film.
In the redeveloped curriculum (NCCA, 2020) the key pedagogical strategies include an
emphasis on environmental sustainability, a balance between meaningful exploration
and instruction by the teacher, promotion of creativity and imagination, supporting the
child to reflect on learning, collaborative and individual opportunities, promoting wellbeing though choice and agency, integrated learning opportunities across the
curriculum, and a culture that reflects the culture of the school and community. Aspects
of pedagogy that are emphasised in the redeveloped curriculum include relational
knowledge and the importance of interactions between the teacher and child to
promote learning. Interactions are important between teacher and child as is the
teacher’s prior preparation and planning for the classroom providing opportunities to
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explore, inquire and experiment. The teachers are viewed as key agents of learning
through subject knowledge, knowledge of child development, relational knowledge, and
understanding the school and community context.

3.3 Social relationships in schools
Teaching for Holistic Relational and Inclusive Early Childhood Education (THRIECE), a
research project in early childhood education and care, was started in response to the
growth of the neo-liberal discourse of standardisation, quality and ranking in education
in Europe. The THRIECE partnership included Ireland, Portugal and Poland, and the main
objective was to understand the nature of relationships and social interactions in
education. The values and processes of the project were based on three main pillars,
Relational (Ireland team), Inclusive (Portugal team) and Holistic (Polish team) (Centre
for Research and Intervention in Education, 2020). They proposed a new alternative
approach, which has culminated in the development of three online modules - Holistic
Education, Inclusive Education and Relational Education - with the aim of supporting
early childhood educators and primary school teachers (THRIECE, 2020).

3.4 The SoLD approach
Darling-Hammond, Flook, Cook-Harvey, Barron, and Osher (2020) investigated the
implications for schools and classrooms of using a framework based on the Science of
Learning and Development (SoLD) which is positioned in a relational development
systems framework. This emphasises that children’s development is shaped by
interactions among the environmental factors, relationships and learning opportunities
they experience in and out of school, along with physical, psychological, cognitive and
social and emotional processes that influence one another. Emotions can trigger blocks
in learning; social contexts such as bullying, poverty and homelessness can impact
learning.
Smyth (2020) used data from the Growing Up in Ireland Study to focus on the impact of
school social mix on the social-emotional well-being of students. The research shows
that attending a DEIS Urban Band 1 primary school and a DEIS post-primary schools is
associated with the most socio-emotional difficulties. The types of challenges
experienced were conduct problems, problems with peers, and emotional difficulties.
Children have individual needs and trajectories that require differentiated instruction
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and support to enable optimal growth in agency, efficacy, confidence competence and
motivation (Darling-Hammond et al., 2020). SoLD principles of practice include
supportive environmental conditions, productive instructional strategies, social and
emotional learning, systems of support (Figure 3.3). Nodding’s (2003) claims that it is
important that pupils recognise that they are cared for by the teacher, and that caring
teachers listen to each pupil’s needs and help them to acquire the knowledge and
attitudes needed to achieve their goals, not those of a pre-established curriculum.

Figure 3.3 SoLD principles of practice (Darling-Hammond et al., (2020)

Noddings (2005) states that school must provide opportunities to expand as opposed to
restrict children using a nurturing pedagogy. She notes that teachers do care but are
unable to complete caring relations due to the curriculum restrictions. Citing Noddings,
there are four components needed to create a care perspective in schools which include;
Modelling, Dialogue, Practice and Confirmation.
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1. Modelling is considered extremely important and it has more to do with
‘showing’ as opposed to ‘telling’ children how to care. This ‘silent’ modelling of
care is learned by being cared for by someone. If for example this is not
happening in the family environment or the child himself or herself is the carer,
then schools can provide a chance to be cared for as well as initiate care.
2. Dialogue is about giving children a genuine chance to connect and opportunities
to question each other. It is also about learning about other people. The children
build relational knowledge, which is the foundation of caring relationships.
3. Practice is about providing opportunities for children to gain skills in caregiving
in school. Providing opportunities for children to care for themselves and others,
to care for animals and plants, and the environment and also to care for the
human-made world by learning how to conserve and maintain, to make and
repair, to understand and appreciate.
4. Finally, confirmation, this is essentially affirming and encouraging the best in

others. When we see that someone is trying their best we encourage them and
support them.

3.5 Content and language integrated learning (CLIL)
As part of the 20-year strategy for the Irish language (Department of Education and
Skills, 2010) the government has committed to education-related objectives, which
include a pilot:
‘to explore a Content and Language Integrated Learning (CLIL) approach to
implementing partial immersion in Irish in schools and early years settings’ (Department
of Education and Skills, 2019).
The CLIL approach uses a more targeted approach to language learning and teaching by
using the language in real contexts as opposed to Irish language lessons, integrating
language learning into other curricular areas. Creating meaning is important within a
CLIL approach (Ó Duibhir and Cummins, 2012). The emphasis in CLIL is on learning the
content as opposed to grammatical accuracy, and avoiding creating a negative attitude
towards the language (NCCA, 2019). The benefits for the pupils include improving
motivation to learn Irish, developing knowledge of Irish culture, and improving
communication skills. Physical Education (PE) is one of the subjects included in the
programme (Department of Education and Skills, 2019). Irish is compulsory for all
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children attending primary school, with some exception, as it is the official languages of
the state. Teachers are also expected to have a high level of proficiency in the language
(Dillon, 2011). However according to the Children’s School Lives (CSL) study (Devine et
al., 2020) Irish was not ranked highly by children in terms of interest, ability and
usefulness for life.
Pupils must sit the Honours Irish level Leaving Certificate paper in secondary school if
they want to gain entry to a teacher training college in Ireland. However, proficiency in
Irish is not required at the end of the course (Gilligan, 2007). Gilligan (2007) questions
whether this is leading to a lack of diversity in the teaching profession in Ireland. The
CSL study in primary schools (Devine, et al., 2020) confirmed that all teachers who took
part in the study identified as white Irish. It also revealed that 63 % of the teachers had
other family members who were teachers. As Ireland is a growing diverse society with
almost 97,000 pupils who are non-nationals (Central Statistics Office, 2016) and as
English is a recognised language, they will therefore also require English language
instruction in school (Dillon, 2011).

3.6 Food literacy as a concept
Food literacy has become an important concept in health and health promotion (Krause,
Sommerhalder, Beer-Borst, and Abel, 2018). Health literacy implies the accomplishment
of a level of learning, individual ability, and certainty, to enhance individual and
community well-being by changing individual lifestyles and living conditions. It is
dependent on general levels of literacy which can impact on social, cultural and personal
development overall. Health education is designed to improve health literacy. It
includes the correspondence of data concerning the hidden social, monetary and
ecological conditions affecting well-being and additionally individual risk factors
(Nutbeam, 1998). There are many different approaches to categorising literacy,
Freebody and Luke (1990) looked beyond the basic/functional reading and writing skills
necessary for functioning in everyday life to the communicative/interactive (using social
skills and experiences, bringing meaning and comprehension to text) and
critical/analytical (conscious awareness of text and idea systems to critically analyse
information together with social skills). Health literacy is more than the communication
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of health information, although fundamental. Helping individuals and communities to
act on the information is very important (Nutbeam, 2000).
Research throughout the last decade has continued to show the development and the
connection made between health literacy and food literacy through its recognition by
many academics (Block, Grier, Childers, Davis, Ebert, Kumanyika, Laczniak, Machin,
Motley, Peracchio, Pettigrew, Scott, and van Ginkel Bieshaar, 2011; Velardo, 2015). A
number of researchers have conducted studies on the topic of food literacy; some
include systematic and scoping review. Krause, Sommerhalder, Beer-Borst and Abel,
(2016) examined the differences between food literacy as opposed to nutrition literacy.
Researchers found that nutrition literacy was a component of food literacy overall as it
does not encompass everything that needs to be taken into account to maintain and
healthy diet and lifestyle. Overall both nutrition literacy and food literacy are viewed as
forms of health literacy, with definitions for both having roots in health literacy
concepts. Velardo (2015) also states the similarities between the concepts of food,
nutrition and health literacy.
A systematic review by Colatruglio and Slater (2014) looked at the relationship between
food, nutrition and well-being and concluded that food literacy for wellbeing has the
potential to provide a foundation for future public health policies, preventing disease
and promoting health. Vaitkeviciute, Ball and Harris, (2015) investigated the link
between food literacy and dietary intake in adolescents and found that overall there
was a lack of research that has measured the different aspects of food literacy over a
period; it did show that food literacy may have an influence on food skills and healthy
dietary behaviours (Ronto, Pendergast and Harris, 2016). Palumbo (2016) conducted
another systematic review of literature deepening the investigations into the role of
food literacy to protect, promote and sustain well-being. The review concluded that the
interpretation of food literacy was too narrow and therefore preventing further
developments in this area. By broadening and deepening the understanding, tools and
methodologies could be developed to deal with complex issues. A scoping review by
Perry, Thomas, Samra, Edmonstone, Davidson, Faulkner, Petermann, Manafò and
Kirkpatrick (2017) looked at identifying attributes of food literacy using a broader
conceptualisation than earlier studies and found that food literacy is a complex
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phenomenon involving both internal and external attributes. Identifying the attributes
proved difficult in the study due to differences in studies and a lack of tools to measure
the key attributes. In addition to research around the concept of food literacy itself,
several studies have investigated food related classes and nutrition interventions as part
of healthy eating and health promotion. Some examples include:
Table 3.1 Food and nutrition related interventions

Author

Study

Remarks

Drummond (2010)

Using nutrition education
and cooking classes in
primary schools to
encourage healthy eating.

Pendergast and Dewhurst
(2012)

Home economics and food
literacy: An international
investigation.

Desjardins and Azevedo
(2013)

“Making something out of
nothing” Food literacy
among youth, young
pregnant women
and young parents who are
at risk for poor health.

The provision of nutrition
education in school has a
positive impact on knowledge,
attitude and skills of young
people and enhance selfefficacy.
The study confirms the
importance of home economics
and food literacy. Going forward
a collaborative approach is
required with community, food
and health business sector and
community health and
wellbeing groups.
Results showed that food skills
and practice not only related to
technical know-how but also
were connected to mental
health components of resilience
self-efficacy and confidence.

Hoppu, Prinz, Ojansivu,
Laaksonen and Sandell
(2015)

Impact of sensory-based
food education in
kindergarten on a
willingness to eat
vegetables and berries

University College Dublin
(2016)

Food Dudes Evaluation
2016
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The sensory activities were
shown to increase the
willingness to eat test samples
of vegetables and berries
however overall consumption
cannot be improved if it is not
mirrored at home.
The Food Dudes Healthy Eating
Programme has a positive shortterm impact on fruit and
vegetable provision and
consumption. Younger
children's behavioural outcomes
were more pronounced as a
result of the intervention.

Jarpe-Ratner, Folkens,
Sharma, Daro and Edens
(2016)

Asakura, Todoriki and
Sasaki (2017)

Peymane et al. (2018)

An Experiential Cooking
and Nutrition Education
Program Increases Cooking
Self-Efficacy and Vegetable
Consumption in Children in
Grades 3–8
Relationship between
nutrition knowledge and
dietary intake among
primary school children in
Japan: Combined effect of
children's and their
guardians' knowledge
Effectiveness of a
childhood obesity
prevention programme
delivered through schools,
targeting 6 and 7-year olds:
cluster randomised
controlled trial (WAVES
study)

O’Leary, Rush, Lacey, Burns Project- Spraoi: two-year
and Coppinger (2019)
outcomes of a whole
school physical activity and
nutrition intervention using
the RE-AIM framework.
Included 473 primary
school children and 43
school staff in Cork.

Hands-on nutrition education
led to improvement in
nutritional competence
alongside reported enhanced
self-efficacy and confidence.
Results showed that dietary
intake in children was related to
nutrition education of the child
and the caregivers. A high level
of nutritional knowledge
resulted in healthier dietary
habits.
The 12-month intervention
encouraged healthy eating and
physical activity, including a
daily additional 30-minute
school time physical activity.
The results showed that
intervention had no statistically
significant effect on BMI score
or on preventing childhood
obesity.
Teachers, parents and children
reported positive outcomes for
PA behaviour and nutritional
knowledge/attitudes.

The term ‘food literacy’ itself has been debated by researchers and academics alike for
many years (Kolasa, Peery, Harris, and Shovelin, 2001; Block et al., 2011; Thomas &
Irwin, 2011; Cullerton, Vidgen, and Gallegos 2012; Vidgen and Gallegos, 2012; Howard
and Brichta, 2013; Desjardins & Azevedo, 2013; Slater, 2013; Colatruglio and Slater,
2014; Vidgen and Gallegos, 2014; Pendergast and Dewhurst, 2012; Truman, Raine,
Mrklas, Prowse, Carruthers, Hoed, Watson-Jarvis, Loewen, Gorham, Ricciardi, Tyminski,
and Elliott,2017; Palumbo, Adinolfi, Annarumma, Catinello, Tonelli, Troiano, Vezzosi,
and Manna, 2019) and the concept continues to evolve.
One of the earlier definitions originates from Kolasa et al. (2001). It was defined by a
group of health professionals in response to a community challenge to help adults and
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children from low socio-economic backgrounds to improve health literacy. The term
‘food literacy’ was defined as:
‘the capacity of an individual to obtain, interpret and understand basic food and
nutrition information and services and the competence to use that information and
services in ways that are health-enhancing’ (Kolasa et al., 2001 p.5).
One of the most repeatedly cited definitions of food literacy originates from Vidgen and
Gallegos (2012, p. vii):
‘A collection of inter-related knowledge, skills and behaviours required to plan,
manage, select prepare and eat foods to meet needs and determine food intake. Food
literacy is the scaffolding that empowers individuals, households, communities or
nations to protect diet quality through change and support dietary resilience over time’.
Block et al. (2011, p6) proposed a move away from food as a health concept (restraint
and restriction, body mass index, functional food) to food as well-being (FWB) and as a
holistic and integrated, positive approach defined as:
‘(FWB), defined as a positive psychological, physical, emotional, and social
relationship with food at both individual and societal levels. The authors define and
explain the five primary domains of FWB: food socialization, food literacy, food
marketing, food availability, and food policy’.
The development of the FWB pinwheel depicts the concept graphically. It looks at a
variety of areas such as, food policy, food availability, food marketing and food literacy
and food socialisation (Figure 3.4).

Figure 3.4 The Food Well-Being (FWB) Pinwheel (Block et al., 2011, p. 6)

64

Fardet and Rock (2015) state that the consequences of applying a holistic approach may
lead epidemiologists to associate disease risk with complex diets and/or overall quality
of life rather than with only one nutrient, one food or food group. Research in the area
of food and nutrition should not be limited to the biological and should encompass
factors that influence our eating behaviours relating to food choice and consumption
such as social, economic and cultural factors (Ma, 2015).
Truman et al. (2017) argue that there are inconsistencies around the definition of the
term food literacy. A scoping review was conducted and the researchers found that due
to the vagueness of the term, the possibility of understanding food literacy when it
comes to children and trying to understand what it means for a child to be food literate
is challenging. The research suggests that the definition is not clear, and although there
are many frequently cited definitions, there is still no clear consensus. Truman et al.
(2017) provide two working definition below (Table 3.1).
Table 3.2 Working definitions of food literacy

Working definitions of food literacy
Definition 1
Food literacy involves broad sets of skills and
knowledge about food origins and systems;
individual and collective food experiences;
food identification; physical, emotional and
mental effects of food; as well as basic
abilities related to food.

Definition 2
Food literacy is a foundation of knowledge,
understanding and awareness that allows
people to perform actions related to food
and think critically about their relationship to
the broader food system.

A more recent systemic review of food literacy definitions by Krause et al. (2018) found
that Food Literacy covered a broad spectrum of theoretical and practical knowledge and
skills. It also meant the ability to apply that knowledge when making food choice related
to health and society. Food Literacy was specifically related to health literacy and can
contribute to health promotion strategies. However, Krause et al. (2018) found that
future research into Food Literacy should consider exploring concepts like self-efficacy
and attitudes towards food.
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3.7 Irish primary schools ‘food and nutrition’ curricula models
As concerns about population health and diet increase, school based food and nutrition
initiatives have been introduced in Irish schools. Schools are encouraged to develop a
whole school approach to health promotion. In 1999, Social, Personal & Health
Education (SPHE) was introduced to the primary school curriculum with a focus on the
personal development, health, and wellbeing of children (Nic Gabhainn, O'Higgins, and
Barry, 2010). The current Social Personal and Health Education (SPHE) curriculum in
schools also focuses on food and nutrition from a health-based perspective. Within the
SPHE curriculum under the strand, Myself and strand unit, Taking care of my body, food
and nutrition is developed from understanding the importance of food to the body in
the younger classes to moderation and balance, the food pyramid and food categories
in older classes.
As noted earlier in section 3.2, changes to the new Draft Primary Curriculum Framework
is ongoing, this includes an increase on the amount of time given to SPHE. Particular
specifications for each new curricula area of the new Primary Curriculum Framework
have yet to be specified (NCCA, 2020). However taking the Primary School Curriculum in
1999 into consideration there is a foundation for the expansion of food and nutrition in
the curriculum. In addition to the SPHE curricular area, within the science curriculum
pupils learn to develop an awareness of the importance of food and energy for growth
and develop a simple understanding of food and nutrition in addition to understanding
the concept of food chains and food webs. Others topics included in the science
curriculum related to food and nutrition included the application of science and
technology in familiar contexts such as when cooking. From an environmental
perspective, pupils also learn about food waste in everyday life from a monetary and
environmental perspective.
In addition to the primary curriculum, there are a number of food and nutrition
resources available for primary school teachers. They include a variety of different
elements with a focus on healthy eating and originate from a number of agencies (Health
Service Executive, 2020). Eleven such are as follows:
1. Wellbeing through Healthy Eating Policy Toolkit - Healthy Eating Policy
Development Toolkit for Primary Schools
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2. Healthy Lunchbox Leaflet
3. Healthy Food for Life
4. Food Pyramid Poster
5. Nutritional Standards for School Meals
6. A Good Practice Guide for School Food Initiatives (Healthy Food for All, HFfA,
2009)
7. A Good Practice Guide for Breakfast Clubs (HFfA, 2012). (The Healthy Food For
All initiative was launched by Combat Poverty Agency, the Society of St. Vincent
de Paul and Crosscare, with additional funding from Department of Social &
Family Affairs, Population Health (HSE), SafeFood, and Food Safety Authority of
Ireland (European Public Health Alliance, 2007).
8. School Meals Scheme - operated by the Department of Social Protection provides
funding towards provision of food services in DEIS schools.
9. Food Dudes is a curriculum-linked evidence based healthy eating programme,
developed to encourage children to eat more fresh fruit and vegetables. The
Programme is managed by Bord Bia and funded by the Department of
Agriculture, Food and the Marine with support from the European Union under
the School Fruit and Vegetables Scheme.
10. School Milk Scheme is subsidised and provides a daily fresh portion of milk to
school-going children at a very affordable price. The scheme is funded by
Department of Agriculture, Food and the Marine with the financial support of
the European Union.
11. Incredible Edibles is a healthy eating initiative for Primary School pupils launched
in 2009. It encourages schools across the country to get busy growing. It was
developed by Agri Aware and is now supported by the Department of Education
and Skills and the Department of Health and Children.
12. Dig In is an agricultural curriculum designed for primary schools. Developed by
Agri-Aware it looks at different topics such as healthy eating, food products and
sustainability.
Prior to some of the named interventions above, Hennessy and Deasy (2009) looked at
the attitudes of primary school teachers to a nutrition intervention in Cork. They found
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that one in five teachers felt the current curriculum did not cover nutrition adequately,
70% thought the resources were insufficient. A later cross-border research project
between the Home Economics Department, St. Angela’s College, Sligo and the School of
Education, University of Ulster, Coleraine, investigated primary school teachers’
experiences of teaching healthy eating within the curriculum (Mooney, Kelly-Blakeney,
Mc Cloat, and Black 2011). The findings from the report showed that, despite curriculum
overload, teachers enjoyed teaching the content. However, it was highlighted that it
was not always possible to undertake practical food lessons due to lack of resources,
facilities and time. The research indicates a need for resources such as textbooks,
interactive games to enhance teaching in this area, with most teachers relying on their
food and nutrition knowledge from initial teacher training. The common theme running
through the research is lack of resources, facilities and time. It is worth considering
international food related curricula models for comparison.

3.8 International food related curricula models
International food related curricula models discussed in this section include a selection
of European countries, along with some samples from England, America, New Zealand
and Canada. Nutrition education is incorporated in schools across Europe in numerous
ways; it is often a component of curricula within specific subjects.
In 2007 the Food Standards Agency (FSA) in consultation with the British Nutrition
Foundation developed Core Competencies. The competences set out a progressive
framework of skills and knowledge around the themes of diet and health, consumer
awareness, cooking and food safety for children and young people. These competences
have been widely used, as they provide consistency and a focal point. The aim is to help
children and young people to develop the skills and knowledge to make and implement
healthy food choices. A review of the framework was conducted in 2014 and the core
competencies now include physical activity, as well as an enhanced consumer
awareness section (British Nutrition Foundation, 2020). Under the new National
Curriculum introduced in primary and secondary schools in 2014, cooking and nutrition
is included for children between 5 and 14 years of age. Under different stages (1,2,3)
children progress from learning the basic principles about health and diet, to apply this
knowledge by preparing and cooking dishes to finally becoming competent in a range of
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cooking techniques (Polish Eurydice Unit, 2016). In France, social skills such as good
manners are encouraged by teachers as part of acquiring eating habits in pre-school and
primary school. Spain offers a range of different nutrition education initiatives this is
mainly due to the autonomy that educational institutions have in the design of their
school development plans. At a national level, nutrition education is present in the
curriculum within health education using cross-curricular methodologies or within
specific subjects. There is a strong collaboration framework between the education,
health and gastronomy ministries. This makes it possible to provide a diverse range of
food, nutrition and healthy eating programmes with pupils such as the PERSO
Programme (promotion of healthy eating habits) ACTIVILANDIA (a virtual theme park for
healthy eating, sleep and hygiene habits) PLAN CUIDATE(take better care of yourself
plan) and Taste Workshops (food and gastronomy) (Polish Eurydice Unit, 2016).
Taste Lessons (Smaaklessen) is a Dutch nutrition education programme for primary
schools, aiming to raise children’s interest in taste, health and food quality by providing
experiences with taste and food in a positive and playful way. The Netherlands Nutrition
Centre and Wageningen University developed taste Lessons in 2006 for children aged
between 4-12 years old. The programme is designed from the idea that teaching
children about conscious and healthy eating behaviour in a playful way might be more
effective than providing children with information in a more theoretical way. The aim of
the programme is to increase children’s taste acceptance, knowledge about and interest
in food and nutrition, in order to establish healthy and conscious eating behaviour in
later age. Research by Battjes-Fries, Haveman-Nies, Renes, Meester, Van’t Veer (2015)
found that a partially implemented one-year ‘Taste Lessons’ programme demonstrated
small but statistically significant short-term effects in increasing the number of foods
known and tasted, and on knowledge, subjective norm of the teacher, and intention in
relation to taste acceptance and healthy eating behavior.
Philips Education Partners in New Jersey, have incorporated the Ecospaces Education
programme. Ecospaces is a co-curricular programme designed to give students the tools
to lead healthy lives. Utilising multi-dimensional learning environments (the kitchen,
garden and dining area) their goal is to educate students on food, wellness, and
sustainability through hands-on, interactive learning so that they will make informed
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decisions to benefit their bodies and enhance their understanding of the interconnectedness of all living things (Philips Education Partners, 2020).
In New Zealand there has been an increasing interest in the idea of food literacy
(Barback, 2015). The Garden to Table programme is integrated with the curriculum and
gives children the opportunity to learn about food, horticulture and their natural
environment. Students work in small groups under the supervision of specialist staff,
community volunteers and their teachers to participate in practical, hands-on, classes
that teach them how to grow, harvest, prepare and share fresh, seasonal produce
(Garden to Table, 2020). In Gulf Islands Secondary School, Salt Spring Island, Canada,
chef Mark Kilner has introduced a highly successful Farm to School programme. Kilner
states that they are trying to do as much with local food as possible to help students
understand where their food comes from and to encourage them to grow (School
Gardens, 2020). School-based food and nutrition education, as a foundation of health,
should be promoted as being of equal importance to math’s and science and is crucial
for long-term academic and career success (Colatruglio and Slater, 2014).

3.9 Food and care
Schools understand the importance of nurturing children in all aspects of their life and
how caring relationships can help children to reach their full potential (Primary School
Curriculum, 1999). Recent research by Share and Hennessey (2019) investigated food in
the Alternate Education and Training sector (AET). The young people attending these
centres experience multiple disadvantages such as poor mental health, poor diet and
troubled family backgrounds. Some are early school leavers. The research found that
some of the young people were not used to eating at a table and showed resistance to
eating in front of each other. The research also illustrates the tension between the
funders, national training authority who focus on employability and achieving a certain
number of certificates per trainee, and the training centres where food and health are
seen to help foster more holistic education of the person. Through the food approach
the young people worked with, consumed, built relationships and by sharing food built
relationships and trust. ‘Care is an essential part of the process that enable children to
become autonomous agents in themselves’ (Ghirotto and Mazzoni, 2013, p.301) and so
it is educating in itself to care about, take care of, care-give and care-receive.
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According to Abbots et al., (2016) care and food interact in almost every space in our
lives from health to home, work, school and beyond. They are both instinctive and
learned in order to survive socially and biologically, described by Abbots et al. (2016) as
‘intimate and relational but also socially prescribed, constrained and enforced’. The way
‘care’ is defined at government level impacts society in all aspects of life including
schools and public institutions (Abbots et al., 2016) Decisions relating to ‘good’ and
‘proper’ (Abbots et al., 2016) eating are visible in everyday government polices at family
(Healthy Ireland, Safefood Ireland Start Campaign) and school level. Consider for
instance: governmental recommendations for healthy eating policies; which centre on
the concept of the food pyramid; schemes to remove junk food from schools; sugar tax;
and ‘no-fry zones’. Many of the interventions and strategies are determined by the
heuristics of the governing classes and revolve around the idea of ‘healthy’ living when
it comes to food practices (Pike and Leahy, 2017). Both what we eat and what we care
about, plays out in everyday food choices (Fischler, 2011). A few examples include
‘choosing’ organic or farmed, speciality dietary ingredients, food as medicine,
environmentally friendly food packaging, sustainability or basic necessities. Abbots et al.
(2016) ask the question:
‘Which social actors have the economic and cultural capital to consume in a ‘caring’
manner’ (Abbots et al., 2016 p.13).
The definition of ‘proper’ or ‘good’ food is subjective, depending on who defines it, as
illustrated at governing levels and within the public health arena where concerns are
about health and diet (what foods people should eat) while children on the other hand
could see this quite differently (Benn and Carlsson, 2014; Abbots et al., 2016; Andersen
et al., 2015). Those who are financially restricted are at a disadvantage due to lack of
access to shops providing affordable ‘proper’ healthy foods. Eating outside of the family
unit is now more and more common; it is happening in school time, breakfast clubs and
after school care and is central part of everyday life (Andersen et al., 2015). Research
into food practices in families and school contexts by MacDonald (2015) highlights the
need for future public health approaches to be more sensitive to family contexts and
constraints (for example time, food availability and affordability).
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A ‘proper’ meal is not only about the food served, but also about the social aspects of a
meal (Morrison, 1996). Research by Share and Hennessey (2017) revealed that many
families living in emergency accommodation such as hotel rooms tried to ensure the
room was made more comfortable and adapted it to suit their needs while eating. This
is an example of how ‘where one eats and with whom’ is equally as important as what
one eats and is ‘imbued with feelings of worth and dignity’.
Practical tasks such as providing food and cooking that are part of everyday living are
included in care work (Lynch, 2007; Van Esterik, 2015). Care work is not as simple as just
looking after someone: it requires planning, organisation, and attentiveness along with
practical tasks such as cooking, cleaning and playing with children (Lynch, 2007). Tronto
(2013, p.2) claims that care work involves necessary ‘dirty work’ such as the cleaning
and of preparing food. Families, and in particular women, who have to live in emergency
accommodation do ‘invisible’ and ‘disempowering’ work of having to adapt their
environments every day to produce food for their families (Share and Hennessey, 2017).
3.9.1 Commensality and Care
‘Nurture and commensality build from the concept of care’ (Van Esterik, 1997).
Researchers and scholars have defined commensality in different ways, and the idea of
commensality is evolving and changing. Fischler (2011) defined commensality as ‘eating
at the same table’, something which turns the basic, biological, everyday occurrence of
eating food into a collective social experience, important to human social life. This does
not necessarily imply eating the same food, however. Commensality is often discussed
in relation to the family. Much research has talked about the decline of the ‘family meal’
due to work and the reorganisation of everyday life (Morrison, 1996; Pike and Leahy,
2017; Fischler, 2011; Marovelli, 2019).
The family can be viewed as a social institution (Giddens and Sutton, 2010; Therborn,
2010; McDonald, 2014) which helps to shape people’s lives, has the capacity to change
over time (Giddons and Sutton, 2010), and where society is reproduced through the
individual (McDonald, 2014). Connelly (2015) states that the family in Ireland is at the
centre of social and political debate and has a pivotal role in public policy (Hanafin, 2008)
and decision-making for the common good of all citizens. Consequently, understanding
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families and how they are living their lives in a changing and rapidly globalised world,
can help bring about an improved awareness of cultural and social life (Giddens and
Sutton, 2010).
‘The contemporary Irish family in a diverse society, comes in many different shapes and
sizes. In modern-day Ireland, the concept of family has become an ever more inclusive
one, and now it encompasses the many different forms that can make up a loving and
supportive family unit' (Higgins, 2018).
Lima, Neto, and Farias (2015) describes commensality as bringing people together to
establish and fortify social relationships. In doing so people have the chance to
exchange stories about everyday life and build social bonds. Commensality can be
divided into two types: ‘everyday’’ and ‘special’ (Kerner, Chou, and Warmind, 2015a).
As eating goes beyond the primary biological need for food (Marovelli, 2019) and
happens every day, it should be valued and cared about (Fischler, 2011). In parallel,
Gilligan (2000, 2003) also emphasises the importance of care and in providing positive
experiences in the everyday lives of children and not just on occasions.
‘The naturally occurring opportunities in daily living may ultimately prove more
therapeutic than ones which are specially contrived or engineered. For example, a
sensitively laid out and consistently managed primary school classroom and a warm
relationship with a responsive teacher may do more for a child's craving for a `secure
base' than elaborate efforts around engaging a child in weekly one hour sessions of
therapy’. (Gilligan, 2000 p. 40).
The same message can be applied to food and commensality. The natural occurrence of
everyday eating in schools affords the opportunity to build relationships, share, and
support each other.
COVID-19 has also affected those living in food poverty from a commensality
perspective. Connors et al. (2020) found that due to lockdown there was a reduced
sense of occasion when sharing basic foods such as bread or rice; food was more for
function than a chance to share and chat. Some also noted that there was a sense of loss
when it came to celebrating in terms of treats or a birthday cake.
Fischler (2011) writes of the hearth and fire being the central element of social life (the
circle of commensality) where everyone gathers together creating a circle around the
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fire and the food. This is commonly seen in ‘table-less’ cultures. Once again, how we
serve food is brought into question, as is the places where we eat.
Van Esterik (1995) developed a conceptual framework for commensality in 1994 for a
UNICEF workshop on care (Figure 3.5). The ‘commensal circle’ is described by Van Esterik
as ‘a place where people share food, eat together and feed each other’. Van Esterik
(1995) states that these circles start before a child is born and may include ancestral and
spiritual elements. She speaks of embodied and encultured commensality. Embodied
commensality starts in utero and includes the time before and after birth such as:
1. In utero
2. Ritual pre-lactation feeds
3. Breastfeeding/breastmilk substitutes
4. Shared breastfeeding.
Here food sharing begins in utero between the mother and the baby. Before the child is
born he/she becomes familiar with the tastes of the mother, and then the tastes of the
household once the child is born.
Over time, there is a shift from co-regulation of appetite to self-regulation. This is where
relational and emotional links to food are started (Van Esterik, 1995). Titled ‘Encultured
Commensality’ the commensal circle states to radiate outward to include:
5. Shared food with siblings and other members family
6. Sharing food with community members
7. Feasts and political commensality
8. Sharing food with strangers/food aid.
It is culture that determines the food served and the manner in which it is served in
household and public commensal circles (Van Esterik, 2015).
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Figure 3.5 Envisioning the commensal circle (Kerner, 2015b, p.34)

Considering the idea of commensality built from the concept of care, one may try to
understand the connection between the two, and investigate them side by side. Using
Lynch’s Care-Full Model of the Citizen (2007) to investigate the concept of care as
‘endemic to our humanity’ Lynch (2007) describes three main sites of caring relations as
follows:
1. Primary caring which includes family, households and friendships. This is a place
of high interdependency with high levels of intimacy and attachment. There are
deep relations which are essential for existence.
2. Secondary caring (schools, other institutions). Here there is a lower
interdependency, there may be attachment and care responsibilities. However,
they are not as deep as at primary level, and there is a degree of choice involved.
Secondary care work can vary considerably depending on the context of
professional or voluntary relationships.

3. Tertiary caring (public bodies, food banks, campaigns for justice, fund raising).
Here there is no intimacy involved and are based around solidarity as a social and
political form of love. (Lynch, 2007).
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Figure 3.6 CARE-FULL Model of the Citizen (the affective domains) (Lynch, 2007, p.12)

Van Esterick’s (1995) commensal circles and Lynch’s (2007) CARE-FULL Model of the
citizen (Figure 3.6) provide a good basis for exploring food, care and commensality in
schools and what can be gained from this interaction, in what is termed in this thesis as
the ‘Pedagogic Meal’. This will be discussed further in Chapter 4 within the Theoretical
and Analytical Framework.

3.10 Chapter summary
Chapter 3 discussed the connections between food, care and education. The Irish
primary school curriculum is currently under review and redevelopment and this is
extremely welcome as it has been twenty years since this last occurred. Given the
innovations in the last two decades not only from a technological standpoint but also
from a pedagogical perspective, it would be beneficial to see an educational model that
is interested in regeneration as opposed to updating. The new proposed curriculum
includes a set of principles and key competencies that are designed to enhance
resilience, creativity, innovation and critical thinking in learning. However, attention to
the particulars of each principle when considering the inclusivity of marginalised
communities may require more thought. How realistic are these principles given the
literature examined in Chapter 2 in relation to the educational needs of children living
in challenging circumstances? It could be argued that they may be a place for the
addition of principles such as social and emotional nourishment and competencies such
as learning to care using nurturing pedagogies. At the core of the primary school
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curriculum is nurturing children in all aspects of life and, how caring relationships can
help children to reach their full potential. If so, we need to consider creating
relationship-enhancing opportunities between teachers and pupils in schools.
Pedagogical practices are one of those ways and the new draft primary curriculum
emphasises the importance of interaction and relationships between teacher and child.
Providing food and eating together is also way of showing care and enhancing
relationships in everyday life. It turns a basic biological requirement into a collective
commensal social experience thereby nurturing on both a physical but also a social and
emotional level. This interaction between food, care and commensality in schools
broadens the concept of food literacy outlined in the literature from a health and
nutrition perspective. This is important when planning for children from lower socioeconomic backgrounds. This concept is discussed further in Chapter 4 in the theoretical
and analytical framework.
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Chapter Four: Research Design
4.1 Introduction
This chapter sets out the overall research design which falls broadly into a qualitative
paradigm, justifying the selection of the design elements within particular ontological
assumptions. It includes the theoretical and analytical frameworks as central to the
design, since those frameworks informed both the research design itself and the
analytical processes which led to the outcomes of the research.
The chapter specifically defends the choice of collaborative enquiry as a discrete
approach appropriate for the case study school context, for the aim and objectives of
the research, for the research process, and for the sustainability of expected outcomes.

The research design is summarised in Figure 4.1 below. While the figure seems linearprogressive, it belies the continuous shifting and mutual influencing at play throughout
the entire process of the research, somewhat in the manner of complexity and
emergence (Cilliers, 1998; Kincheloe and Berry, 2004).

Figure 4.1 Research design summary
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4.2 Ontological assumptions and epistemological stance around the nature
of learning
Ontology relates to the nature of the reality, concerned with what is out there, the study
of being (Crotty, 1998; Creswell, 2007). The ontological assumptions around the nature
of learning in this study are based around the idea that learning is social, relational,
experiential and collaborative, encompassing the ontological values of care, respect, and
equity. These values are informed by the social, economic and cultural experiences of
the researcher and are particularly important to this research as they shape the
epistemological stance and subsequent methodology and methods agreed with the
collaborating researchers in the school.
As ‘food and cooking’ and ‘educational interventions’ are both value-laden and practical
undertakings (Carr and Kemmis, 1986; Whitehead, 1989) the values that one embodies
individually or collectively are often the reasons for one’s actions in practice.
‘We understand our ontological values as the deeply spiritual connections between
ourselves and others. These are embodied values, which we make external and explicit
through our practices and theories’ (Whitehead and McNiff, 2006 p.86).
Carr and Kemmis’ (1986) analysis of the development of the study of education reflect
a ‘to-ing and fro-ing’ from philosophical studies of Plato, the grand theorising of
Rousseau, Dewey and Froebel, the foundations ‘practical’ approach, a move to the
technical approach where fragmentation and differentiation of teaching school subjects
has become more evident (Devine, 2002; Lynch and Baker, 2005; Gleeson, 2010), to a
recovery of the practical approach and a movement towards teachers as researchers, as
well as an emerging critical approach. The research philosophy in this thesis research
attempts to infuse an understanding of this ‘to-ing’ and ‘fro-ing’ without osculating
beyond coherence of design.
As an interpretivist approach, the research design is concerned with understanding the
way people construct their social world and with the interaction of individuals (Grix,
2004). How everyday people go about their daily lives or how they manage to do things
is a major concern within this approach (Neuman, 2003). Unlike the positivist approach
that life is ‘out there’ regardless of if we are aware of it, the interpretivist approach
believes that social life exists as people create it and experience it as constantly moving
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(Neuman, 2003). Maykut and Morehouse (1994) state that this approach views the
world as complex and interconnected (Cilliers, 1998) and in turn, the research must
reflect this to be reliable and understood. Interpretivist belief is that social reality is
constructed and understood by people, created in the minds of people: it does not have
fixed, tangible qualities, and is a reality that exists by people believing in it, relating to it
and interacting with it (Denscombe, 2002). Compared to the positivist approach of an
objective reality, here reality is created by individuals and their overall view of culture:
it is subjective, influenced by personal feelings and opinions (Denscombe, 2002). The
research seeks to understand perceptions of the people participating in the research
(Crotty, 1998). Epistemology broadly is concerned with whether, and how, we can
obtain knowledge of this reality.
Carr and Kemmis (1986) explain the similarities between the interpretative and positivist
approaches, that is, in a positivist design the researcher is not part of the research
situation: they are outside of it and cannot be truly involved in critically analysing or
changing it. However, research in education will always have an interpretative
dimension: it is a value-laden political and practical activity, which cannot rely entirely
on theory to answer important questions relating to educational values. An alternative
and radical approach to a purely positivist epistemology is the ideology adopted by
critical theorists, which according to Kincheloe (2008) involves conscious and deliberate
meaning-making.

4.3 A critical epistemology
‘But the struggle to be more fully human has already begun in the authentic struggle to
transform the situation.’ (Freire, 1972, p. 24).
If, and when, there is the realisation and an awareness that there is something that
needs to be addressed or reshaped for the better, then this is starting point for research
design informed by critical theory, as is the case in this thesis. In the case of education,
critical theorists engage in a process of action and reflection (praxis) with the
cooperation of both student and teacher, using democratic methods. This concept of
praxis (action and reflection) is integral to the collaborative enquiry at the heart of this
thesis where restructuring of knowledge can undermine the dominant dialogue. Lynch
(1999, p.27) notes that:
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‘Theories of egalitarian change need to be grounded in the lifeworld of the marginalized.’
Critical inquiry investigates current practice and policy ideologies in education and
challenges them by initiating action in the cause of social justice. When it comes to the
outcomes of critical curriculum research, the point is not just to inform on a judgement
basis, but also to provide theoretical accounts which create a space to analyse decisions
and practices and to make strong recommendations for change based on the evidence
presented. (Carr and Kemmis, 1986). These
‘...theories may be made available by the researcher, they are not offered as ‘externally
given’ and ‘scientifically verified’ propositions. Rather, they are offered as interpretations
which can only be validated in and by the self-understandings of practitioners under
conditions of free and open dialogue’ (Carr and Kemmis, 1986, p. 31).
Giroux (2011) believes in the close connections between ‘theory and practice, reflection
and action’. He states that theory is a resource, and rather than viewing it as an answer
to all problems, it should instead be used to help us to come to think about something
differently. It should be used in ‘raising ideas’ publicly and about ‘social responsibility’
and ‘collective intervention’. Merriam and Tisdell (2016) state the goal of critical inquiry
is to critique, challenge, transform and analyse power relations. In education, that
means investigating the context of learning, the culture, and the institutions that govern
the practices within. Having a critical view of education means understanding that
schools are part of a group of ‘human services’ and do not deal with issues of curriculum
and policy alone, but also with social justice encompassed in a social, cultural, political
and economic context (Kincheloe, 2008).
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4.4 The theoretical framework
For the purposes of this thesis Figure 4.2 illustrates the triangulation of deliberately
focused, mutually informing theories selected related to three broad fields, namely
constructivist learning methodologies, educational psychology, and critical social theory
used during the research design for the pilot fieldwork and analytical process. In brief,
the three broad fields include the following:
1. Theories related to teaching and learning in childhood and in schools, including
constructivist-learning theories, and, how they inform curricula and pedagogies.
Seminal theorists in this area included for discussion are Piaget, Vygotsky and
Bruner. Bronfenbrenner’s bio-ecological model of human development in
particular in relation to human development is also included here for discussion.
2. Bandura’s cognitive social learning theory with an emphasis on the social and
cognitive elements of learning. Learning through observation and using
modelling strategies to build self-efficacy and collective efficacy as emphasised
by Donohoo.
3. Theories related to social reproduction systems with regard to educational
disadvantage, care and commensality, food poverty and social exclusion and
forms of capital. Influential thinkers in these areas include Lynch, Van Esterik,
Healy and Bourdieu.

Figure 4.2 Theoretical/analytical framework
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4.5 Using multiple theoretical perspectives
In any research study, it is important to ensure that your study is trustworthy—that is,
that it is valid and reliable. Triangulation is a common strategy (McMillan and
Schumacher, 2006; Lincoln and Guba, 1985; Seale, 1999; Stenbacka, 2001). Yeasmin and
Rahman (2012) states that triangulation is not aimed at validation only but at expanding
one's understanding, and tends to support interdisciplinary research. Olsen (2004)
refers to triangulation as the mixing of data or methods (Merriam and Tisdell, 2016) to
enable diverse viewpoints or standpoints to enlighten a certain topic.

Though

qualitative researchers can never capture an objective “truth” or “reality,” there are a
number of strategies that you as a qualitative researcher can use to increase the
“credibility” of your ﬁndings, or as Wolcott (2005, p. 160) writes, increase ‘the
correspondence between research and the real world’. Citing Bashir, Afzal, and Azeem
(2008, p.40) Lincoln and Guba (1985) states that:
‘Since there can be no validity without reliability, a demonstration of the validity is
sufficient to establish the reliability’.
Patton (2001) concurs with the aforementioned regarding the researcher’s competence
in any research study. According to Bryman (2001), the combination of different
methodologies will have the same leading strategy for beginning the research and a
follow-up strategy for broadening the enquiry. The research in this thesis is based on a
single case study methodology, and Yin (2003) argues that a good case study should use
as many sources as possible therefore enhancing the development of converging lines
of inquiry through corroboration and triangulation.

4.6 Constructivist principles
Constructivism is both a theoretical position and a set of methodologies for teaching
based on those theories (Gagne and Berliner, 1998). It appears in philosophical,
sociological and educational debates and is used to address childhood development of
knowledge as well as classroom strategies (Gredler, 2005). Constructivism is broadly
defined as an approach to human learning where knowledge is constructed rather than
passively absorbed and is built on a foundation of previous learning (Phillips, 1995;
Gagne and Berliner, 1998). Learning is viewed as an active process as humans engage
with the world they are interpreting (Crotty, 1998) and make meaningful connections
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between prior knowledge, new knowledge and the processes involved in learning.
Within constructivism, learning occurs through a process of ‘meaning making’ and is
essentially learner-centred. Bruner (1996, p. 21) provides an explanation:
‘Reality construction is the product of meaning making shaped by traditions and by a
culture’s toolkit of ways of thought’.
The active learning process is one where the knowledge is constructed based on
experience thus allowing the learner to feel empowered, students learn by doing as
opposed to observing. It is considered an intentional strategy which is characterised by
taking action and students cannot remain passive (Cunningham et al., 2007). Using a
constructivist approach children direct their own learning through interactions with
other children, adults and objects in their environment with whom they share their
space and time (Halpenny and Pettersen, 2014). Cunningham, Duffy and Knuths’ (1993)
constructivist pedagogical goals, as citied and summarised by Honebein (1996) include:
providing experience with the knowledge construction process; providing experience in
and appreciation for multiple perspectives; embedding learning in realistic and relevant
contexts; encouraging ownership and voice in the learning process; embedding learning
is social experience; encouraging the use of multiple modes of representation and;
encouraging awareness of the knowledge construction process. According to Gagne and
Berliner (1998) the goal of constructivist teachers is to ensure learning takes place in
rich and meaningful contexts and incorporate authentic activities and instruction.
Theorists differ in whether the process of meaning making is primarily individual or
social. The two main educational theorists associated with the constructivist approach
include Piaget and Vygotsky. Firstly, the constructivist theories of Piaget are discussed,
followed by socio-constructivism and Vygotsky.
Piaget’s developmental epistemology relates to the ‘innate developmental stages of
children as they relate to their acquisition of knowledge’ (Bigge and Shermis, 2004, p.
18). Piaget saw learning as a process moving through stages of cognitive development
as the child interacts with the environment (Cunningham et al., 2007). He was primarily
interested in how humans develop their concept of knowledge related to these stages
of cognitive development. In the earlier stages, learning begins with physical action, in
the next stage language enhances children’s thinking, over time knowledge becomes
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more complex through reflection and feedback from the external world enhancing the
child’s thinking and understanding about the world around them (Halpenny and
Pettersen, 2014). Piaget’s theory of cognitive development suggests that as children
interact with the world they progressively develop an understanding of their
environment and construct a mental image of their world through experience (Halpenny
and Pettersen, 2014). He viewed the child’s learning as self-directed and did not
emphasise the input from more experienced peers or adults unlike Vygotsky. Central to
the Piaget’s constructivist approach was the child as an active learner. Halpenny and
Pettersen (2014, p. 3) described Piaget’s constructivist pedagogy as being ‘active,
progressive and constructive’ where the child is like a little scientist, exploring and
reflecting on their experiences to increase competence. Importantly Piaget’s
constructivist theory noted that action comes before knowledge and is the basis for
theory in practice (Halpenny and Pettersen, 2014). He argued that teaching methods
that challenge and involve students promote cognitive development (Cunningham et al.,
2007). What is developmentally appropriate was of importance to Piaget for example
ideas, activities and knowledge should be in consideration of the child’s current way of
thinking. He believed in active learning and play, which leads to pretend play and finally
progresses to games with rules (Gredler, 2005; Nolan and Raban, 2015). Piaget
recommended a mixed curriculum where collaboration with peers is as important as
independent activity. Experimentation with real objects and the ability to interact with
the physical world in a variety of ways are requirements in developing a curriculum
according to Piagetian concepts. Active methods require the learner to rediscover and
reconstruct, to develop in relation to their peers and make their own mistakes (Gredler,
2005).
Cunningham et al., (2007) suggests that without social interaction, cognitive
development cannot reach its full potential. Dewey (1938) believed in a progressive
education, focused on experimental and empirical philosophies. He disregarded the
notion that schools should focus on repetitive, rote memorisation, instead students are
encouraged to drive their own learning and construct meaning through learning as
opposed to focusing on how much learning has been acquired (Cunningham et al.,
2007), emphasising instead the social aspects of education. Dewey rejected the step-by85

step, behaviourist model of stimulus response favoured by Skinner and Gagne. The
behaviourist approach is teacher-centered and focused on demonstration, measurable
through exams (Cunningham, et al., 2007). This approach raises questions in relation to
ethical and methodological concerns according to O’Toole and Hayes (2020). Dewey
(1916, chapter 1) emphasises the importance of education:
‘what nutrition and reproduction are to physiological life, education is to social
life’.
Vygotsky shared Piaget’s belief that children actively construct their own learning and
development however; while Piaget maintained that cognitive development comes
largely from independent exploration, Vygotsky believed that the community such as
adults or peers assist learning, highlighting the centrality of social and cultural contexts
(Vygotsky, 1978). Vygotsky is described as a social constructivist. He believed that
learning and development take place in social and cultural contexts, which are
constantly changing (Palincsar, 1998). For example (Vygotsky, 1978) believed that
teaching and learning is a shared and that cognitive development grows from social
interactions through co-constructed knowledge. Vygotsky states that the role of the
student is to interact with peers, the instructor and the socio-cultural environment to
solve problems, while the teacher must engage learners in activities and provide
scaffolding for the learner (Doolittle, 1997). Vygotsky placed more emphasis on social
learning in the presences of a skilful tutor (Vygotsky, 1978; McLeod, 2018; Sawyer,
2020). According to Bruner (1960, 1977) a skilful teacher will recognise and teach what
seems right for the child, amending as they go and moving on to more complex versions
of the same material. Through different pedagogies, the child will develop agency and
move beyond what might be expected of them socially and culturally. They learn to do
things that go beyond what is expected of them. Bruner (1960, 1977) also believed in
this idea of providing opportunities for children that tempt them forward into the next
stage of development; children are encouraged to work together and talk about what
they are doing as a means of extending understanding.
As opposed to developmental theorists who believed that learning followed
development, Vygotsky believed that development followed learning through the Zone
of Proximal Development (ZPD). Vygotsky‘s (Kozulin, 1986, p. 187) research found that
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‘the discrepancy between a child’s age actual mental age and the level he reaches
in solving problems with assistance indicates the zone of proximal development;..’
ZPD is the intellectual potential of an individual when provided with assistance from a
knowledgeable adult or more advanced peer. Vygotsky notes that this assistance could
be the first step in finding a solution, a leading question, or other types of suitable help.
With the support of a more knowledgeable person, they can go beyond what they could
do on their own and therefore go beyond their actual current developmental level.
Therefore, development always follows the child’s potential to learn (Vygotsky, 1978;
Nolan and Raban, 2015). Vygotsky notes that children are more successful solving
problems that are close to the ones solved independently. Bruner (1960, 1977) states
that the intellectual development of a child is not a predictable sequence of events in
that development reacts and responds to the environment. Bigge and Shermis (2004)
analysis of the ZPD provides more food for thought, stating that if a child is able to
handle the problems/challenges alone, then the method of teaching has not used the
concept of the ZPD.
Vygotsky (Kozulin, 1986, p. 187) adds that imitation and instruction are extremely
important in children’s development, they are natural, human qualities. He notes this is
what happens when we learn to speak:
‘Therefore the only good kind of instruction is that which marches ahead of
development and leads it; it must be aimed not so much at the ripe as at the ripening
functions’ (Kozulin, 1986, p. 188.)
In his book Mind in Society: Development of Higher Psychological Processes, Vygotsky
describes the ZPD as functions that have not matured yet in the child but will mature
tomorrow; the potential is there. Vygotsky believed that pedagogy has always adopted
a particular social pattern in accordance with the dominant class (Sawyer, 2020). He
emphasized the role of language in development and the importance of the teacher
being more involved verbally with the children to better understand where they are in
their learning. He also states that children should be encouraged to work together and
talk about what they are doing to bring meaning to their learning (Nolan and Raban,
2015). Using a Vygotsian lens older children may be more capable and they can support
the less experienced child to learn and move forward. The classroom provides children
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with the opportunity to develop through interaction with one another and teachers who
will guide their learning.
Piaget and Vygotsky provided a foundation for later constructivist theorists such as
Bruner and Rogoff. Similar to Piaget and Vygotsky, Bruner emphasised the importance
of action and that abstract concepts should be grounded in practical problem solving to
enhance understanding (Halpenny and Pettersen, 2014). Bruner (1960, 1977) believed
that learning should serve a purpose; the first is that the tasks we originally learn to
perform are applicable to what we do in the future. The second is that by learning
general ideas, attitudes and principals these can be broadened, deepened and mastered
over time. Influenced by Vygotsky, Bruner emphasises the role of the teacher, language
and instruction. Dewey also agreed with important role of the teacher. He believed that
by helping to link those with what they are interested in could help encourage sustained
intellectual development and educational experiences (Apple and Teitelbaum, 2001).
Bruner encouraged what he called ‘the spiral curriculum’. In essence, this means
treating a child with respect and giving thought and consideration are to the types of
materials provided so that they are clear to understand yet challenging at the same time
(Bruner, 1960, 1977). He believed that different processes are used by learners in
problem solving, that these vary from person to person and that social interaction are
the roots of good learning. ‘Scaffolding’ is a term attributed to Bruner, essentially, it is a
collaborative process by which adults/teachers create and share meaning which helps
children to move through the ZPD with the aim of helping the child achieve a specific
goal (Nolan and Raban, 2015). Scaffolding, as the term suggests, is like a support system
for the child and as they progress through the ZPD until they able to manage by
themselves (Hayes, et al., 2017). Scaffolding includes the support of other individuals,
any artefacts in the environment that afford support, as well as the cultural context and
history the individuals (Duffy and Cunningham, 1996). However, Bruner (1996)
emphasises the development of intersubjective interchange and an interactive process
in which people learn from each other, not just show and tell. Understanding is fostered
through discussion and collaboration where children as seen as knowledgeable thinkers.
Reciprocity between the learner and facilitator are important (Hayes et al., 2017).
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Rogoff takes theoretical inspiration from Vygotsky about human development as a
cultural process, one that happens within the changing contexts of the community
where the individual is an active member. Rogoff focuses on an informal way of
educating that happens in family and community based learning. Paradise and Rogoff
(2009) argue that informal learning which occurs through observation and pitching in to
family and community life is a highly elaborate educational panhuman practice. Rogoff
follows the Vygotskian tradition of acquiring knowledge within the presence of
experienced members of the culture. She emphasised ‘guiding’ as a concept, this goes
beyond instruction alone to include prompting and nob-verbal modes of expression
(Mey, 2003). Children learn by observing and contributing with the support of others for
example the family or community. In this context, learning becomes a mutual process,
in which individual, interpersonal and cultural/community aspects are all critical. Here
children are not ‘taught’ or left to simply ‘discover’ instead they learn by attentively
engaging in activities together with people around them who provide opportunities for
observation, show them how to contribute, support their efforts and provide ideas for
improvement (Glăveanu, 2011). Paradise and Rogoff (2009) suggest that informal
learning does not limit learners into simply reproducing what they have already seen. It
is active and constructive and generates novel approaches, which are tested out and
therefore can contribute to new practices. This is reflective of Vygotsky’s socio-cultural
learning and intersubjectivity as identified by Bruner (1996) where the roles of learner
and guide are entwined. The relationship and interactions between learner and teacher
are collaborative, co-operative, accommodating and interchangeable (Paradise and
Rogoff, 2009). Hickey and Riddle (2021) examined the role of informality and relational
pedagogy in teaching and learning. Their examination of findings from two ethnographic
studies in two alternate learning contexts conclude that informal spaces for learning,
and using different instruments and tools allowed for different interactions and
expressions, leading students to impulsive active expressions of interaction. These
alternate contexts allowed for creativity, productive interaction and took into
consideration student’s everyday lives. Using participatory methods of curriculum
negotiation and enquiry between teacher and students allowed close bonds and
reciprocal relationships to develop alongside recognition of expertise. Hickey and Riddle
(2021) contend that more emphasis on relational pedagogy in which informality can
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operate help to develop inclusive and equitable learning opportunities. This can happen
in both informal and formal sites of learning and hence aid the development of rich
learning environment that supports deep connections between the curriculum and
learner.
4.6.1 Criticisms of constructivism
Constructivism saw a shift in paradigm in educational psychology from earlier
behaviourist approaches of Watson and Skinner. However, constructivism has not been
without its criticisms. As constructivists, Piaget and Vygotsky analysed aspects of human
cognitive development. Piaget explored the processes by which humans construct their
knowledge of the world, supporting principles of discovery learning without direct
tuition. Vygotsky highlighted the importance of social interaction in learning and the
assistance of adults and more advanced peers. Many theorists point out problems in
Piaget’s research methodology and the notion of development through increasingly
complex stages stating that there are indications that very young children are not as
limited as initially thought (Hergenhahn and Olson, 2001; Fontana, 1995). According to
Carr (2003) cognitive development claims do not enjoy the same relationship to
statistically describable natural events and processes as the theories and hypotheses of
the hard sciences. Phillips (1995) criticised constructivism and its tendency towards
individual and social relativism, where there is no absolute truth and any truth can be as
good as another can. However, he praised constructivism for its emphasis on learners
as active participants, and the social nature of learning.
4.6.2 Bronfenbrenner’s theory of human development
Vygotsky shares some similarities with Bronfenbrenner in that socio-cultural theory and
the bioecological theory go beyond ‘nature versus nature’ when it comes to human
development instead, both theories recognise that they are entwined, however
Bronfenbrenner’s bio-ecological model of human development offers a more
comprehensive theory (Hayes et al., 2017). Rosa and Tudge (2013) offer an extensive
account of the evolution of Urie Bronfenbrenner’s Theory of Human Development,
which underwent considerable changes from an ecological to a bioecological theory
from the 1970s until 2005. Essentially Bronfenbrenner’s theory is characterised by three
distinct phases, moving from his initial interest in the role of context on development,
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to recognising the individuals’s role in their own development, the process of
development and the passage of time to the final phase of the development theory. The
final stage named the bioecological model of human development focused on his
Process-Person-Context-Time (PPCT) model of development with an emphasis on
proximal processes (Hayes et al., 2017). Yet Rosa and Tudge (2013) emphasise the often
misapplication of the theory by researchers who rely heavily on the influence of context
on development as opposed to its core aspects that is, proximal processes.
Bronfenbrenner’s earlier ecological systems theory studied the interrelations between
the developing person and the changing micro and macro context which this occurred.
The first versions of the ecological system consisted of four interconnected nested
structures: microsystem, mesosystem, exosystem and macrosystem. The microsystem
was defined, as the most proximal setting in which a person is situated for example, the
home, childcare or school. The mesosystem was defined as the relations between two
or more microsystems. Here roles, relationships and activities occur across settings
(Rosa and Tudge, 2013). Hayes et al., (2017) note that this is very powerful concept in
that it can open a door into behaviour patterns form different settings and can create
links with between practitioners and parents which may facilitate greater undemanding
of the child’s support systems. The exosystem is an ecological system that the person is
not situated within, and does not actively participate in; however, the exosystem
decisions affect the mesosystems (Downes, 2020b). The macrosystem takes into
account what happens at a cultural level such as economic, social, education, legal or
political. Bronfenbrenner later added the chronosystem, which takes into account
changes that occur over the individuals lifetime caused by events or experiences within
the developing individual or the external environment (Rosa and Tudge, 2013).
During the second phase in Bronfenbrenner’s theory of human development, the
bioecological model, Bronfenbrenner ‘moved his theory on to reflect a more dynamic
and process whereby the context or the environment impacts with and through the
child’s participation’ (Hayes et al., 2017, p. 18). The bioecological model placed a greater
emphasis on the active role of the child in its own development (Rosa and Tudge, 2013).
Here children’s personal characteristics and dispositions interact with individuals they
have face-to-face interactions in their immediate settings, this highlights not only the
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active role children play in their development but also the relational nature of personal
development (Hayes et al, 2017). The context of human development is important, the
setting where learning occurs and the relationships are extremely important.
In the final phase of Bronfenbrenner’s theory development emphasis was placed on how
‘individual characteristics, in conjunction with aspects of the context, both spatial and
temporal, inﬂuence what Bronfenbrenner called proximal processes’ (Rosa and Tudge,
2013, p. 251). Four components are highlighted: Process-Person-Context-Time (PPCT).
Proximal processes referred to relationships between people and the objects and
symbols, which they meet. The influence these processes have on development varies
according to the person’s characteristics, the context or the environmental conditions
(solitary or social) and the time in which they take place (Rosa and Tudge, 2013; Hayes
et al., 2017). The power of proximal processes is beneficial if they occur among people
with strong emotional relationships (Rosa and Tudge, 2013) and if interactions are
regular and over a long period of time (Hayes et al., 2017). In terms of education, Hayes
et al., (2017) state therefore, that we need to support the development of positive
relationships among adults, children and peers.
4.6.3 Criticisms of Bronfenbrenner’s theories
Bronfenbrenner’s theories are embraced however; there are some critics (Hayes et al.,
2017). Downes (2014) argues that a limitation to Bronfenbrenner’s theory of concentric
nested systems is that it neglects time and system change and therefore cannot offer an
understanding of system blockage or displacement. Downes (2014) challenges Tudge,
Mokrova, Hatfield and Karnik (2009) assumption that Bronfenbrenner’s later model is
more ‘mature’ than the earlier model that emphasises concentric spatial systems. He
argues that the ecological systems model has been highly influential across numerous
domains of developmental and educational psychology describing Bronfenbrenner’s
earlier model as innovative and more dynamic in spatial terms. Downes points out that
Bronfenbrenner’s proximal processes and emphasis on relationships fails to recognise
the relationship of the person to oneself instead focusing on social relationships.
Christensen (2016) also notes the Bronfenbrenner’s model lacks aspects of intra-level
understanding and does not see the individual as an independent actor instead focuses
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on the individual’s role and behaviour in relation to the context surrounding them on
different levels.

4.7 Efficacy and agency
Bandura’s cognitive social learning places an emphasis on learning from others through
observing their attitudes and behaviours (Cunningham et al., 2007). It was updated from
earlier 20th century practices of behaviourism based on principles of praising and
rewarding children. Instead, Bandura believed that children learn though observation
and then selection of behaviours to model and imitate (Halpenny and Pettersen, 2014).
Bandura’s theory addresses problems in learning, memory, language, motivation and
societal issues (Hergenhahn and Olson, 2001). Bandura conceived three models of
learning, a live model, a verbal model; and a symbolic model. In order for these to be
effective ways of learning there are certain requirements which include attention,
retention, reproduction and motivation (Nolan and Raban, 2015). Bandura believed that
through the experiences provided by social modelling perceived self-efficacy is created
and strengthened. Self-efficacy is the self-belief in our chances of accomplishing a task
and becoming successful. It is a judgement of our capabilities (Bandura, 2006). Donohoo
and Katz (2017) note that self-efficacy is context-specific, that is the ability to attain a
desired outcome, such as for example, chopping an onion. Modelling alongside
mastering experiences, social persuasion and the alteration of negative interpretations
of physical and emotional reactions help to strengthening people’s belief that they have
what it takes to succeed (Bandura, 1994).
When students from marginalised backgrounds enter school for the first time, they are
already behind other students their age as they have received less cognitive stimulation
than better-off peers (Jensen, 2009). Jensen (2009) also notes that long-standing
deprivation creates environments that do not support the development of self and the
capacity for self-efficacy. Tugsbaatar (2019) notes Bandura’s belief that with self-efficacy
people can overcome difficult environments using positive role models and a nurturing
environment.
Self-efficacy affects agency, believing that we can do something affects behaviours and
choices made, and enables people to change their lives (Bandura, 2001; Scott and
Morrison, 2007). Human agency can be understood in terms of ‘intentional action’ by a
93

person to achieve a goal (Giddens, 1984). Giddens suggests that agency refers to not
only intentions people have in doing things, but also but their capability of carrying them
out. However, within Giddens’ theories we cannot consider agency without structure,
as they are ‘form two sides of the one coin’ (Loyal, 2003, p. 73). Loyal (2003) refers to
structuration as an active process where structures are reproduced through social
practices. These social structures can facilitate or constrain action depending what they
make/do not make available (Barnes, 2001). Bruner (1996, p. 36) states:
‘ Success and failure are principal nutrients in the development of a child. Yet we may
not be the final arbiters of success and failure, which are often defined from ‘outside’
according to culturally specific criteria. And school is where the child first encounters such
criteria’.
According to Giddens (1987) structure is both the medium and the outcome of human
life, which are being repeatedly organised. These structures have an influence on
individual choices. For example, research into social class and education by Jay and
Muldoon (2018) indicate that middle class students are able to express independent
agency through choice and control, whereas working class students rely more on an
interdependent model of agency and have less choice because of contextual factors
such as financial, psychological, social and cultural issues. Contextual factors may be the
ability or not to send your child to a fee-paying school or to access extra-curricular
learning activities.
In school settings there are ways to encourage agency through the teacher/child and
peer relationships, which can increase well-being. This can be achieved by giving
attention to the child, and encouraging participation and decision-making (Gurdal and
Sorbing, 2018). Bruner (1960, 1977) states that interest in the material to be learned is
the best stimulus for learning as opposed to competition and results. He states that
agency not only implies the capacity for initiating and completing acts but also
evaluating our efficacy. Bruner goes on to state that since schools are one of the first
places children will attend outside the home, they play a critical part in the development
of the self.
‘Success and failure are principal nutrients in the development of selfhood’ (Bruner,
1960, 1977, p.35).
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He notes it is not the self that is final judge, but that cultural criteria, schools, and exam
boards, define this, and assessments judge the child’s performance in school. However,
children react by evaluating themselves in response to this. Based on these evaluations,
the self-esteem or what we think/hope we are capable of and what we are afraid we
cannot, develops. Bruner states that any educational system that under-values the role
of nurturing self-esteem, fails one of its primary functions.
The types of learning behaviours that students may develop are classified by Bloom’s
taxonomy (1956) and were further adapted by Anderson and Krathwohl (2001) (Wilson,
2016). The taxonomy has three domains the Cognitive, Affective and Psychomotor. The
affective domain consists of concepts such as receiving, responding, valuing,
organisation and characterisation (O’Neill and Murphy, 2010). Bloom’s taxonomy is
organised in a hierarchical fashion (O’Neill and Murphy, 2010; Wilson, 2016) unlike
Fink’s taxonomy (2003) which is not and covers a broader spectrum of domains. The
affective domain was of particular interest for this research project, for example the
teacher modelling alternative values and attitudes around education, food and care and
commensality.

Figure 4.3 Taxonomy of Anderson et al. (2001) and Fink's Taxonomy (2003) as cited by O’Neil and Murphy
(2010)

95

4.7.1 Collective efficacy
Alongside self-efficacy, consideration is given to Bandura’s (1997) idea of collective
efficacy as cited by Donohoo, Hattie, and Eells (2018):
‘Perceived collective efficacy is defined as a group's shared belief in its conjoint
capabilities to organize and execute the courses of action required to produce given
levels of attainments’.
It is also similar to collective teacher efficacy where teachers share the belief that though
their collective actions they can positively influence student outcomes and therefore
increase student achievement (Donohoo and Katz, 2017). The school itself and
education can be viewed as an agent for change. Lynch and Baker (2005) point out that
school is also an agent of class inequality but through learning has the potential be to a
site for developing resistance to inequality.
A study by Gray (2016) investigated the role of collective trust, collective efficacy, and
enabling school structures on overall school effectiveness illustrated using the
conceptual model below (Figure 4.4).

Figure 4.4 Conceptual Diagram Hypothesized Relationships (Gray, 2016, p119)

Results from this study also show collective trust (in students, parents, colleagues, and
the principal) had a strong influence on organisational effectiveness.
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4.8 Social reproduction systems
4.8.1 Combining the concepts of ‘care’ and ‘commensality’
Care and food interact in parallel in almost every space in our lives from home, school,
work, and beyond. Chapter 3 of this thesis outlined the conceptual frameworks of Lynch
(CARE-FULL Model of a citizen) and Van Esterik’s (Commensal Circles). As already
discussed, Lynch describes a threefold taxonomy of caring relations, Primary, Secondary
and Tertiary. They are set out as three interlocking sets of relational realities. Van Esterik
developed a conceptual framework for commensality, which includes embodied and
encultured commensality. Van Esterik’s work describes a progression from embodied
commensality, which occurs in the home and radiates outwards over time to encultured
commensality, which include friends and the community. Whether rich or poor no
human being can survive from birth without care and attention, it is a prerequisite for
survival (Lynch, 2007). We are all connected through food and eating and this teaches
us that our relationships with each other are not optional. Commensal relationships
created by food involve nurturance and reciprocity (Van Esterik, 2015).

Figure 4.5 Visualising the ‘Pedagogic Meal’ within Lynch’s CARE-FULL Model of a citizen (2007) and Van
Esterik’s commensal circles (1995)
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Building on this concept of care and commensality, Figure 4.5 visualises the integrated
Food Edu-Care ‘Pedagogic Meal’ within Lynch’s CARE-FULL Model of a citizen (2007) and
Van Esterik’s commensal circles (1995) to see what can be gained from this interaction
and to consider future integrated pedagogical and food policy initiatives. It shows
primary schools sitting in the space between home and the wider world. At the centre
of this combined model, we note the primary care relations of home and family; this is
where embodied care and commensality originates. The secondary care relations
happen when the child encounters encultured care and commensality outside of the
home possibly for the first time. In this case in the school environment, which is a space
where they are cared for by teachers and staff and a space where they consume food
together.
Within schools, there are care responsibilities and opportunities to produce social values
around education and food. The natural occurrences of ‘everyday’ preparing and eating
in school within the context of the ‘Pedagogic Meal’ may afford opportunities to provide
compensatory care and commensality through building relationships, pedagogical
practices and a positive school culture to support children’s leaning, food socialisation
and social and emotional wellbeing. If Primary schools sit in the space between home
and the wider world, they may have the capacity to cultivate and/or expand on primary
care and commensality within the classroom environment. This is particularly important
for pupils who are experiencing challenging home lives such as those with unstable living
conditions or dealing with food poverty. Finally, tertiary care relations in the case of this
research refers to political or solidarity care and commensality, for example those
provided by foodbanks and food donation services.
The integrated Food Edu-Care curriculum module, which consists of the ‘Pedagogic
Meal’, sixteen food and cooking lessons and the creation of a Foodbook, goes beyond
the main issues of the aforementioned food literacy studies outlined in Chapter 3 of this
thesis. The studies were very health focused focusing on nutrition and diet. Food EduCare expands this nutrition perspective and combines food, education and care aspects,
which are critical in school particularly, when children are experiencing challenging lives
due to material, social or cultural deprivation. This research is concerned with
educational needs of primary school children, such as those considered by Scanlon and
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McKenna (2018) and others, and, the capacity of schools to compensate for this through
nurturing pedagogical practices.
4.8.2 The ‘Pedagogic Meal’
In a society where nutritional information and a focus on the daily diet is extremely
common, the idea that ‘you are what you eat’ is popular in the medicalisation of food.
The dominant discourse of food as ‘good’ or ‘bad’ can create a challenge for children in
the regulation of their everyday food practices (Welch, McMahon, and Wright, 2012).
For young children attending school, or in some cases pre-school, this may be the first
time they have encountered food outside of their homes and there may be many
emotions attached to this (Morrison, 1996). They are moving further away from their
‘embodied commensality’ and further into the arena of ‘encultured commensality’ (Van
Esterik, 1995). They are also moving into the domain of secondary care relations (Lynch,
2007). While this move away from home can come with some trepidation, it allows the
children to experiment with food without interfering in the private sphere of cultural
family rituals (Morrison, 1996). As previously, noted, school lunch is an everyday event
and the most common lesson in school (Finnish School Board as cited by Benn and
Carlsson, 2014).
Research into the area of the ‘Pedagogic Meal’ has progressed in recent years (Persson
Osowski, 2012; Benn and Carlsson, 2014; Pike and Leahy, 2017; Wallace, Lombardi,
Backer, Costello, and Devine, 2020). However, it is not entirely clear what constitutes a
‘Pedagogic Meal’ (Persson Osowski, 2012). In Sweden, teachers are encouraged to eat
with the children, and this is what is referred to as the ‘Pedagogic Meal’. Eating with
teachers and peers is expanding the commensal circle, sharing the same space and often
the same food. The school meal becomes a collective act of commensal sharing and
learning (Benn and Carlsson, 2014). It is through such collective actions that teachers
can positively influence children (Donohoo and Katz, 2017).
This interaction between teacher and child during school meals is seen as an opportunity
to teach children about food and healthy eating, and to enhance a calm, positive meal
environment. In this case, the teachers are considered role models and are engaged in
an ‘edu-care’ approach during the lunch break (Persson Osowski, 2012). Bandura’s
theory of social learning places an emphasis on learning from others through observing
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their attitudes and behaviours (Cunningham, Gannon, Kavanagh, Greene, Reddy, and
Whitson, 2007). Bandura believed that through the experiences provided by social
modelling perceived self-efficacy is created and strengthened. Modelling alongside
mastering experiences, social persuasion, and the alteration of negative interpretations
of physical and emotional reactions help to strengthen people’s belief that they have
what it takes to succeed (Bandura, 1994). Within the ‘edu-care’ space of the ‘Pedagogic
Meal’ the teacher’s interaction is extremely important. Persson Osowski’s (2012)
research discovered three teacher roles in this regard: the sociable teacher, the
educating teacher, and the evasive teacher. The latter is less child-orientated and active
than the others. Research by Benn and Carlson (2014) also emphasise the importance
of the relationship between the teacher/person responsible for the food and the child
during the learning experience of the school meal, food ‘Bildung’. The concept of
‘Bildung’ is based around being educated for ‘self-decision, solidarity and co-decision’.
We can view eating in school as a relational space where pupils, teachers and school
staff eat together and share the same food and the same space. This shared space allows
pupils and teachers to interact in a social space and to promote positive relationships
between both. Providing a different physical environment for learning where which they
can enjoy. Encouraging a school climate that provides opportunities for socialisation
through shared commensal meals (Day, Mozuraityt, Redgrave and McCoshan, 2013).
This is strongly resonant with concentric relational spaces in schools identified by
Downes (2013). Schools are viewed as relational systems were interaction and
communication between children and adults are supported. There is an understanding
of reciprocity and equality without neglecting adult responsibility towards children. As
noted by Gilligan (2003) valuing and respecting children is not a license for adults to
abandon their responsibilities to children rather it is an opportunity to listen to and
involve children without burdening them. In concentric relational spaces ‘allowance is
made for separation, though this separation is on the basis of an assumed connection’
(Downes, 2013, p. 349). Because of this interaction, there are shifts in power hierarchies
between the pupil and the teachers, staff and Principal.
On the idea of sharing, which is a core aspect within the commensal circle, (Van Esterick,
1995) Ruckenstein (2012) notes that food shared between children and their carers
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supports childhood development on multiple levels including social, emotional and
physical. Encouraging social and emotional development may provide children with
tools to enhance learning, behaviour and life success (Durlak and Weissberg, 2011).
Sharing meals goes beyond the traditional family circle (Marovelli, 2019; Persson
Osowski, 2012) into everyday lives outside of the family among children and adults alike.
Some children may not have the chance to sit at a table or eat with others (Lalli, 2017;
Share and Hennessy, 2017) and therefore school may be the only place where they have
the opportunity to do this. The practice of eating together in schools provides an
opportunity for all children to interact and share with each other (Lalli, 2017). This
interaction can help to develop communities of practice among the children and the
whole school (Lalli, 2017) which can ‘reflect and build ideas about children’ (Sillanpää
2003 as cited by Ruckenstein, 2012), for example the way restaurant is set up, how
tables are arranged, the time given up for lunch, and the atmosphere, can all contribute
to enhancing social and learning opportunities for children (Lalli, 2017; Persson Osowski,
2012). Schools develop ‘rich learning environments’ (Hayes, et al., 2017). For example,
the classroom, the kitchen, the restaurant and the playground can provide positive
developmental experiences between a community of adults and children (Gilligan,
2003). Share and Hennessey (2019) advocate for providing authentic positive food
experiences as an approach to teaching and learning.
Van Esterik (1997) states that the planning, preparation and clearing up after meals take
more time and effort in social relationships than food sharing and commensality.
Research from Jönsson (2017) notes that, historically, meals have been commensal,
while cooking is often carried out in solitude. However, changes are occurring in the way
we live our everyday lives, and the domestic kitchen is described as ‘the new melting
pot’ (Jönsson, 2017 p. 5). Marovelli (2019) states that ‘commensality cannot be studied
without linking what happens at the table to the dynamics occurring within the kitchen’.
The kitchen is a place where memories are created through sharing, involvement and
participation in preparing a meal and closeness during meal preparation (Marovelli,
2019).
Case study research from Benn and Carlsson (2014) found that some teachers
considered school meals to be less about learning and education and more to do with
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school health policies and practices. However, the research participants noted that if
there was greater involvement of the children in the organisation and planning of the
school meal such as ‘hands on’ cooking in the kitchen, or helping in the dining space,
this would provide more potential for social learning and ownership of the process. Very
young children will use play to imitate behaviours and share meaning with each other
(Mortlock, 2015) for example pretending to cook in play kitchens. As children mature
the play activity does not give back the tangible results or stimulation they desire and
this can lead to loss of interest and sense of their own power (Dewey, 1916) and so
involvement in organisation and process is important.
They also described the need for a prescribed curriculum to do so. Research into
mealtimes by Harte, Theobald and Trost (2019) described the mealtime experience as:
‘opportunities for children to construct a community of peers with their educators by
sharing information, stories and occasionally their food’.
Five themes emerged from the research which included rituals, learning moments, food
preference development, socialisation, child agency, and an emerging theme of culture
and community of mealtimes. Rituals related to eating are about socialising,
communicating, sharing and participating. In particular, for children who are dealing
with stress in their lives, rituals and routines can help them recover from this, providing
a sense of security and safety (Gilligan, 2000).
4.8.3 Concepts of capital
Bourdieu’s concept of habitus emphasises that people's beliefs and behaviour patterns
are automatically acquired as a result of their culture and social class. Habitus, capital,
and field are key concepts developed by Bourdieu. Capital can take time to accumulate
(Richardson, 1986) as citied in Ball (2004) and can be divided into cultural, economic,
social (connections) or symbolic (Nolan and Raban, 2015). Cultural capital is divided into
three forms, the embodied state (dispositions of the mind and body), the objectified
state (cultural goods, art, books, and instruments) and the institutionalised state
(educational qualifications) (Richardson, 1986). According to Bourdieu, legitimate
cultural capital is acquired from one’s parents, for example through early immersion in
the dominant culture of literature and art. Bourdieu (2010, p.63) writes:
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‘The embodied cultural capital of the previous generations functions as a sort of advance
(both a head start and a credit) which, by providing from the outset the example of
culture incarnated in familiar models, enables the newcomer to start acquiring the basic
elements of the legitimate culture, from the beginning that is, the most unconscious and
impalpable way – and to dispense with the labour of deculturation, correction and
retraining that is needed to undo the effects of inappropriate learning’.
Martina’s (2006) conceptualisaton of how a marginalised student could attain academic
success is illustrated below using the ‘school mix affect’ (Figure 4.5). Her research in
Dewey High School within the International Baccalaureate (IB) Programme showed that
the characteristics of the programme which include diversity of students, school culture,
teachers got to know students and school had a family feel, challenging curriculum and
instruction, pedagogical practice with students encouraged to critique, and a mission
to encourage and retain students by administration, led to changes in the student’s
habitus and success in attainting the social capital of the dominant culture.
The study suggests that student socialisation and interaction with a diverse student
population, and elimination of segregation by social class and socioeconomic status can
lead to academic success for students from marginalised backgrounds. Using Bourdieu’s
concepts of cultural and social capital the research explains that students can acquire
the cultural capital of the dominant class through observation, socialisation, and
curricular practices in school and trust in their institutional agents, in particular their
peers. Their ability to trust each other meant they formed a collaborative network,
taking inspiration, advice and suggestions from each other working as a collective unit
towards a common goal.

Figure 4.6 ‘School Mix’ Effect (Martina, 2006, p.145)
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One may ask the questions then: are all cultures not to be valued? For example if a child
reads magazines and comic books are they not valued? Are they not developing
language and imagination? The research showed that if children from marginalised
backgrounds are to succeed in school, they must attain the cultural capital of the
dominant culture, but they must also trust and accept the school/teacher’s motives. By
accepting and trusting the school, the students are accessing the social capital of the
dominant culture also. The social capital referred to here includes networks with those
in power. We might also ask, in order to obtain the cultural and social capital of the
dominant culture, are there elements of deculturation and if so, why? In addition must
one obtain the culture of the dominant culture so that we can critique it?
Economic capital can be converted into cultural capital and vice versa (Bourdieu, 2010).
Bourdieu (2010, p.116) states that
‘…scholastic success mainly depends on inherited cultural capital and on the propensity
to invest in the educational system…’.
As Lynch and Baker (2005, p6) point out:
‘those who lack the cultural capital that schooling demands, and who lack the resources
and social capital (networks) to acquire it, will experience relative educational failure’.
Therefore, lack of capital, be it social, economic or cultural, can be a source of
educational inequality. Educational inequality is often referred to by means of
disadvantage. Spring (2007) and Lynch (2018c) refer to the use of the prefix ‘dis’ as one
which illuminates the negative. The term ‘disadvantaged’ is often used to distance those
in powerful positioned from those on the margins. This in turn can lead people to believe
themselves to be of lesser importance than others if they are users of a system that is
determined by society’s dominant forces (Spring, 2007). Downes and Downes (2007, p.
24) note that:
‘We are either processed into the mainstream cultural matrix of society or processed out
of it to lanquish and struggle for survival on its margins’.
Instead, they offer an alternative solution, a living organic system based on a critical
pedagogy for lifelong learning which incorporates balance, is self-renewing and has a
positive effect on families, communities and individuals. If schools are one of the main
agents of transmission of culture, and that culture is taken from the middle classes, then
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those who have already acquired language (for example at home), are already favoured,
thus illustrating the inequality in the system (Apple, 1979). Therefore, inefficient
pedagogies means that students may be unable to understand what the teachers are
trying to teach (Quiñones, 2016).
As already stated, pupils entering school for the first time who come from marginalised
backgrounds are often behind their peers (Jensen, 2009). Bernstein (1971) states that
the home setting generates a particular type of communication which shapes the
cognitive, social and affective capacities of the child. The communication system of a
family symbolises and promotes social class itself. If this communication system of the
child compliments the system required at school then there is social development and
learning. However, if this is not the case, the child’s experience are one of social change.
The former represents a growth in identity while the latter a change in identity. A child
coming from a marginalised community may experience a cultural gap between the
child’s own community and the school based on differing communication systems.
4.8.4 Food poverty and social exclusion
Healy (2019) analysed the links between social exclusion and food poverty, critiquing
the methodology in identifying food-poor families through the Survey of Incomes and
Living Conditions (SILC) as the basis for public policy decisions and actions. Her argument
is that food poverty is not only about having enough food; it is also about cultural
acceptability, diet and ability to participate in customary activities associated with food
(i.e. social inclusion). Healy argues that definitions of food poverty used in Irish policy
planning for interventions focuses in the main on food poverty is overly-defined in a
medicalised paradigm which looks at nutritional deficiency and cultural deprivation
which are more appropriate as measures related to ‘food security’ in development
theory. She argues that criteria such as absolute deprivation and social exclusion are
underused by the Irish Survey. She further argues that quantitative measurements are
over-used with too-little understanding of the importance of social and cultural
participation through food. Importantly for this case study research, Healy argues that
food poverty is not just about access to food: it is also about access to storage and
preparation of food, and that poor household are likely to have fewer cooking
appliances and equipment, thus increasing the time and effort in preparing meals. Van
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Esterik (2015) notes the manipulations necessary to prepare appetising and healthy
meals for children and infants in poor material conditions is astounding. In terms of the
case study school and the fieldwork conducted in the case study school, Healy
summarises the inevitable link between food poverty and social disadvantage:
‘While it is about insufficient calories and nutrients, it is also about not having secure
access to enough culturally acceptable food in a culturally acceptable way. For people to
escape food poverty, they need access to stores, to affordable food, to income and to
adequate housing that provides appliances necessary to store, prepare cook and eat
food’ (Healy, 2019, p. 18).
It seems there may be some parallels made between the reliance on quantitative
measures for food poverty (with the exclusion of social and culturally appropriate food)
and the DEIS allocation tool (for inclusion of schools in DEIS). As argued by Downes
(2020c) the DEIS allocation tool is ‘a blunt instrument’ in that it does not factor in mental
issues, crime, homelessness and many other contextual factors. This raises concerns for
many children who may be overlooked because of the lack on nuanced information.
Concerns were raised in particular at the Joint Committee on Education, Further and
Higher Education, Research, Innovation and Science (Tithe an Oireachtais, 2020)
meeting by many attendees regarding children attending mainstream (non DEIS) schools
who are in need and may be missed out because of this, in both rural and urban
locations. This creates difficulties for providing free school meals and also the new and
welcomed hot meals scheme (which is currently being rolled out to a select number of
urban DEIS Band 1 schools).
A question arising for this thesis research therefore is: How can DEIS schools organise
their curriculum, pedagogies and resources to integrate food knowledge and the
experiences of preparing and sharing food, that can somehow compensate for the multifaceted food poverty described by Healy and experienced by many children in
marginalised areas?

4.9 Case study methodology – a justification
A case study is essentially:
‘..a strategy for doing research which involves an empirical investigation of a particular
contemporary phenomenon within its real-life context uses multiple sources of evidence’
(Robson, 1993 p.146).
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The research described in this thesis quite intuitively and rationally arrived at a single,
case study approach since the fieldwork was located in a specific school, within a
particular location with detailed requirements in its aims and objectives, though
reflective of similar schools with profiles of urban disadvantage. Using the case study
methodology enables one to understand a real-life phenomenon in depth, using
multiple sources of evidence, engaging in iterations of action, evaluation and
improvement, while generalising logically from the particular. The single case study in
this thesis is studied with other cases in mind, although no direct comparisons are made
or inferred (Stake, 2006). Case studies are essentially stories that offer rich perspectives
and insights that can help to develop deep understanding of both local and generic
issues and problems (Marrelli, 2007). In the social science community, single case
studies have often been frowned upon mainly because of lack of generalisability.
However, one in-depth understanding of a unique, or not yet understood, case can be
invaluable (Grix, 2004). As case studies require interactions and collaborations between
the researcher and the participants in a space where voices are shared, this can result
in a context- specific embedded narrative easily understood in similar contexts (Marrelli,
2007).
‘Case studies are generally strong precisely where statistical methods and formal models
are weak’ (George and Bennett, 2005, p. 25)
The single, case study is conducted at length thus increasing and refining the
generalisations over time (Stake, 1995). Many action research projects turn out to be
case study or multiple case study research (Gray, 2014; McNiff, 2016).
Case studies are particularly useful tools to research contemporary phenomena something that is going on now - a person, a movement or an event, it can be anything
(Robson, 1993; Kumar, 1999; Jupp, 2006; Neuman, 2003). Stake (2006) states that ‘the
case’ is a system and to understand it we must experience it in its context, and in a
particular situation. A case study is the exploration of a system which is bounded by time
and place (Creswell, 1998). Each case is complicated and is situated within its contexts
historically, culturally, physically, politically, socially and economically. Creswell (1998)
states that case study research involves an exploration of a particular case over time
through detailed, in-depth data collection involving context-rich information (Kumar,
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1999; Gerring, 2007). Case studies are used to represent a contextualised social
phenomenon whether individual or group (institution) using multiple data sources in the
actual setting (Gillham, 2005; Kumar, 1999; Jupp, 2006).
In comparison to other research methods, the case study method enables you to
understand a real-life phenomenon in depth, whereas an experiment is conducted
elsewhere (for example a laboratory) which is completely disconnected from its context.
In experiments, the researcher creates the case to be studied, and there is a certain
amount of control over variables, while in a case study the researcher builds cases out
of naturally occurring situations (Hammersley and Gomm, 2000). Surveys cannot deal
with contexts in the same way as case studies, and histories do generally not deal with
contemporary events (Yin, 2003).
Research investigations can be classified regarding their purpose for example;
exploratory, explanatory and descriptive (Robson, 1993; Grix, 2004; Neuman, 2003: Yin,
2003). The descriptive case study is used to give a detailed account of a person, place or
processes (Grix, 2004) and to describe the incidence of a phenomenon and the real-life
context in which it occurred (Yin, 2003). The explanatory looks at understanding what
caused the particular phenomena and to make generalisations (Jupp, 2006). Finally, an
exploratory case study is carried out with the intention of gaining initial insights into a
phenomenon, finding out what’s there in the first place and/or accessing suitability of
the case for further research (Grix, 2004) by developing hypothesis and propositions
(Yin, 2003).
According to Yin (2003) a case study should be considered when ‘how?’ and ‘why?’
questions need to be answered, and when you want to cover contextual conditions that
are relevant to the phenomena studied. Hammersley and Gomm (2000) note that case
study research should reflect the uniqueness of the case rather than using them to
provide a basis for broader generalisation. Case study research can differ depending on
the number of cases studied, size of the cases, how detailed they are and the approach
of the researcher regarding the context in the wider society and history (Hammersley
and Gomm, 2000). Stenhouse (1979) strongly recommends the use of case study
approach in educational institutions to analyse the day-to-day educational reality, as
opposed to the tradition of studying and writing about the systems in other countries.
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Stenhouse (1979) promotes moving away from analysis based on statistical
manipulation to a holistic approach in social sciences, focusing on smaller analysis of
classroom situations.
4.9.1 Selecting a sample
Sampling is an important component in research design and planning. Sampling is a
technique used to select groups (a sample) from a broader population (the sampling
population). This is done because it may not be possible to include a whole population
in the research because of cost or time constraints (Lynn, 1996; Jupp, 2006; Kumar,
1999). Within qualitative research, we may select items for the study based on specific
characteristics. Qualitative researchers are less focused on representativeness instead
focusing on activities or cases that can deepen our understanding of social life in a
specific context (Neuman, 2003). In the case of this research, the DEIS case study school
approached Technological University Dublin (TU Dublin) Cathal Brugha Street, to
develop a Pilot Food Project and therefore thus is a self-selected sample. Although the
school approached the University with this request, it was not until after the school met
with the researcher that they decided to take part in the research project and move
forward with a collaborative enquiry. This sample was convenient in that the school was
located close to the University, it was a DEIS school and its interest in developing a pilot
educational food project was similar to the work already started by the researcher that
same year (Kumar, 1999). The fact that the school was a primary Gaelscoil was not a
specific requirement of the research; however, it was incorporated into the integrated
Food Edu-Care curriculum module by the researcher. During the collaborative proposal
development phase for the ‘food and cooking’ module with the school they emphasised
that inclusion of Irish in the integrated Food Edu-Care curriculum module was essential
and therefore every effort was made to ensure this was a priority (Chapter 6, 6.2.2).
4.9.2 A pilot and the question of a pre-pilot
The research for this thesis was essentially a case study pilot of a curriculum
intervention. The question of conducting a ‘pre-pilot’ pilot was considered and rejected
as inappropriate in the overall design of the intervention.
A ‘pre-pilot pilot study’ would essentially have been a small-scale version of the main
‘pilot’ study to be undertaken. Normally a pilot is used to establish procedures and
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parameters needed for the full study, like a trial run, in research projects which are not
collaborative in implementation. Pilot studies can be viewed as time-saving if
appropriately conducted, in particular if you are interested in research of a large scale
(Bordens and Abbott, 2011). Pilot studies are formative and provide conceptual
clarification for the research study (Yin, 2003). Saunders, Lewis, and Thornhill, (2007)
state that before using questionnaires to collect data it should be pilot tested, to refine
the questionnaire so that the respondents will not encounter problems in answering the
questions and also there will be no problems in recording the data. Piloting a study will
also allow for some evaluation of the questionnaire’s validity and the reliability of the
data that will be collected (Neuman, 2003; Saunders et al., 2007). It can also determine
any weaknesses in the questionnaire and the survey technique (Kothari, 2004). Pilot
studies are undertaken when the researcher wants to explore areas that are new, or
they have little information about, the small-scale study can justify whether a detailed
investigation is worth carrying out (Robson, 1993).
According to Robson (1993) piloting in research is valuable. However, there are aspects
of case study research that can make piloting difficult and less critical, for example
piloting when there is only one case to be studied, or when there are particular
attributes of that case that have no equivalent (geographic location, accessibility and
knowledge). In this case, the initial case study could constitute as the pilot study
establishing the theoretical propositions (alongside reviewing the relevant literature)
and the data gathering protocol and tools for all the remaining activities. The final
research design is informed by established theories and new empirical observations (Yin,
2003; Gray, 2014). The pilot case takes on the role of the laboratory in detailing protocol,
trials and observation of phenomena (Yin, 2003).
4.9.3 The role of the case study researcher: insider, outsider, both, or neither?
Firstly, and importantly, the position of the researcher in relation to this study as insider
or outsider needs to be considered. Generally, an insider is someone who is studying a
group that they are already part of, while an outsider does not belong to the group
involved in the study (Breen, 2007); not in the initial stages at least. However, as noted
by Breen (2007) it may be better to consider the notion of insider/outsider as on a
continuum rather than either/or. While there are benefits to being an insider
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researcher, there are also complications, for example loss of objectivity due to
familiarity. They may also have access to sensitive information which may unknowingly
affect bias (Unluer, 2012). However, insiders are intimately engaged in the research
domain, unlike outsiders who come and go and during the data collection phases.
Insiders are rarely refused by ‘gatekeepers’, something that can happen regularly with
outsiders (Breen, 2007). Rogoff (2003) believes there is value in learning from both the
‘insider’ and the ‘outsider’ and listening to the perspectives of people from different
cultures.
According to Herr and Anderson (2005) as cited by Dublin City University (DCU) (2017,
p.2) positionality in relation to action research in particular is represented on a
continuum scale from 1 to 6 as noted below.
Scale 1- Insider (researcher studies own self/practice).
Scale 2- Insider in collaboration with other insiders.
Scale 3- Insider(s) in collaboration with outsider(s).
Scale 4- Reciprocal collaboration (in‐sider/outsider teams).
Scale 5- Outsider(s) in collaboration with insider(s).
Scale 6- Outsider studies the insider.
Yin (2003, p. 59) refers to a number of skills that case study insider-researcher requires.
They should:
a. Be able to ask good questions and interpret the answer. During the research
process the researcher must be able to quickly review the evidence and ask
questions about why something happened, they must have and inquiring mind.
b. Be a good ‘listener’ and not be trapped by their own ideologies. Listening to what
is happening as opposed to just hearing and being able to embrace information
without bias.
c. Be adaptable and flexible. As research does not always go exactly to plan, the
researcher needs to be amenable to change. This is relevant in the case of
collaborative enquiry. Something that is not working, something that has
become irrelevant or results from a previous cycle have proved not to have
worked.
d. Have a firm grip on the issues being studied. The researcher must try and stay on
target as much as necessary even in the face of changes. This can be achieved
through for example a steady use of the evaluation methods.
e. Be unbiased by preconceived notions. Be open to critique.
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It is reasonable to add ‘being observant’ to this list. In the case of this thesis research,
what the researcher is referring to is is the ability to notice, and be sensitive to changes
and nuances in classroom and school, not just observant in the physical sense. As the
researcher was in the school for a limited time each week, the researcher had to be
aware of any changes in the environment perceived, such as atmosphere and mood of
the individual children, the case study class, teachers, and other children in the school.
The researcher needed to be aware that there are elements that change minute-byminute in the dynamics of a school that can be due to numerous reasons such as critical
incidents, external interventions, particular behaviours, school holidays, and pressures
from time and curriculum management. None of the above were in the control of the
researcher but noticing them, and attempting to accommodate them were extremely
important.
Stake (1995) offers case researcher roles which researcher may tend towards when
designing and writing such as:
a. The case researcher as a teacher;
b. The case researcher as advocate;
c. The case researcher as evaluator;
d. The case researcher as biographer;
e. The case researcher as interpreter.
To this needs to be added ‘collaborator-teacher’, ‘guest teacher’, and ‘researcher as
learner’.

4.10 Sources of data in case study research
Large single case study research by its nature is extensive over time, and uses multiple
sources of information from conversations, meetings, shared evaluation documents,
observations and interviews, to documents and audio-visual sources (Creswell, 1998).
Yin (2003) recommends six significant sources: documentation, archival records,
interviews, direct observations, participant observation and physical artefacts. A good
case study should use as many sources as possible therefore enhancing the
development of converging lines of inquiry through corroboration and triangulation
(Yin, 2003).
112

The organisation and documentation of data collected is essential (Stake, 1995; Yin,
2003). Yin (2003) states that every case study project should aim to have formal,
presentable database, so that the original data are available for inspection and it allows
the researcher to track and organise data sources. Case study data and case study
reports should be independent of one another. Increasing reliability of the information
in a case study can be achieved through a chain of evidence, so that an external
investigator can follow the path of evidence to the ultimate case study conclusions.
Reliability and validity are conceptualized as trustworthiness, rigor and quality in
qualitative paradigm. That can be achieved by eliminating bias and increasing the
researcher’s truthfulness of a proposition about some social phenomenon using
triangulation. The researcher used a combination of strategies from the list of following
ten recommended by (Bashir et al., 2008, p.43 citing McMillan and Schumacher, 2006):
List of Strategies to Increase Validity in Qualitative Research Paradigm include:
1. Prolonged and persistent fieldwork. Allows interim data analysis and
corroboration to ensure match between findings and participants reality.
2. Multi-method strategies. Allows triangulation in data collection and data
analysis.
3. Participant language verbatim accounts. Obtain literal statements of participants
and quotations from documents.
4. Low-inference descriptors. Record precise, almost literal, and detailed
descriptions of people and situations.
5. Multiple researchers. Agreement on the descriptive data collected by the
research team.
6. Mechanically recoded data. Use of tape recorders, photographs, and videotapes.
7. Participant researcher. Use of participants recorded perceptions in diaries or
anecdotal records for corroboration.
8. Member checking. Check informally with participants for accuracy during data
collection frequently done in participant observation studies.
9. Participant review. Ask participants to review researcher’s synthesis of
interviews with person for accuracy of representation frequently done in
interview studies.
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10. Negative or discrepant data. Actively search for record, analyze, and report
negative or discrepant data that are an exception to patterns or that modify
patterns found in data.
To help to understand the values of our work or practices we record our experiences,
written, observational, or visual in the hope that we can critique and communicate these
values to others. This ‘bricolage’ (Kincheloe, 2008; Kincheloe, McLaren, Steinberg, and
Monzó, 2017) or multimethod techniques resonated with this thesis research in terms
of the practical cooking classes, written and verbal work, visual presentations,
demonstration and excursions used during the project. All of the above offered a broad
range of data to reflect on and analyse and will be discussed later in this thesis.

4.11 Analysis of case study data
Yin (2003) describes five techniques for analyses: pattern matching, explanation
building, time series analysis, logic models and cross-case synthesis. Computer-assisted
qualitative analysis software is commonly used as it can help code and categorise vast
amounts of data. As the research and data collection is taking place analysis should be
happening in tandem and should not be seen as a separate exercise at the end of the
research (Stake, 1995). The framework model for analysis of data in this thesis will be
discussed later.
4.11.1 Reporting case study data
Yin (2003) suggests six methods for reporting a case study:
1. Linear-analytic: an exploratory case may cover the problem being explored, the
methods of exploration, the findings and the conclusions.
2. Comparative: this repeats the same case study two or more times, comparing
alternative descriptions.
3. Chronological: the sequence of chapters might follow early, middle and later
phases of the case history.
4. Theory building: chapters will follow a theory building logic.
5. Suspense: the outcome is presented in the initial chapter or section.
6. Unsequenced structures: the sequence of chapters has no particular significance.
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Gillham (2000) states that there is no single way to design a research structure and can
use a mix of methods. Artefacts, exhibitions, themed conferences can also be used.
These usually occur alongside a core research report. This thesis research is presented
alongside artefacts including a pedagogical guide, educational food posters, activity
workbooks, a dictionary of ‘food’ related words ‘as Gaeilge’, and the children’s
foodbook. With respect to the research, the report should tell the story in a clear and
concise way (Stake, 1995).
‘It is an effective author who tells what is needed and leaves the rest to the reader’
(Stake, 1995, p. 121).

4.12 Considering and rejecting methods
4.12.1 The case for action research
Within the case study there was some debate over the correct and appropriate research
methods to use in order to be true to the initial enquiry from the school, to the
ontological position of the researcher, and within the time and resources available. Two
approaches were seriously considered, action research and collaborative enquiry.
Action research was considered firstly. Action research is a qualitative approach to
practitioner research, and its origins can be traced back to 1940s to Kurt Lewin's work
which proposed studying a community/society in motion (Alasuutari, 1998). Lewin
developed the concept to investigate social practices such as discrimination against
minority groups (Carr and Kemmis, 1986). Action research involves close collaboration
between researcher and practitioners and places emphasis on promoting change within
organisations such as, schools, hospitals and prisons (Taylor, 2010). Many action
research projects turn out to be a case study or multiple case study research (Gray, 2014;
McNiff, 2016). According to Robson (1993), action research is a way of ensuring that the
research findings actually get used through trying to solve real-life problems while
furthering research along the way. ‘Action’ refers to the things that you do, and
‘research’ refers to how you find out about what you do (McNiff, 2016). Action research
refers to a disciplined inquiry with the intent that the research will inform and change
the practices in the future in the environment. Action research is carried out within the
context of the environment for example with students in a school (Ferrance, 2000).
Action research is not a library research project, or a problem-solving project: instead it
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is a way of finding out how to do things better. There are different types of action
research for example (Ferrance, 2000):
I.

Individual research (teacher focusing on a single issue in the classroom);

II.
III.

Collaborative action research (single classroom or several classrooms with
similar issues);
School-wide action research (school issue or problem or area of interest);

IV.

District-wide action research (district issue).

Carr and Kemmis (1986) also note that action research is completed by people who want
to improve their own practices and the situations in which they practice. It is in essence
looking at your own work and finding out what you want to improve. Kemmis and
McTaggart (2000) illustrate the cyclical model of action research cycle containing
successive phases of Planning, Acting, Observing, and Reflecting much like the work of
Lewin.

Figure 4.7 Action research cycle (Kemmis and McTaggrt, 2000 p. 278)

McNiff (2021) describes action research
‘One of the strengths of action research is that it begins in practice, and people
generate their own theories out of their practice. Action researchers are real people in
real situations’.
McNiff’s model of action research is represented in a more fluid, abstract spiral
showcase developed in the 1980s. Although she believes in the cyclical actions, she
understands that they are not necessarily rational and sequential, and you can end up
somewhere completely unexpected (McNiff, 2013).
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Figure 4.8 Action Research (McNiff, 2013, p. 66)

Before any decisions were made a further area was considered and that is participatory
research.
4.12.2 Action research or participatory research?
The question of action research brought up further queries as to whether my research
was moving more towards participatory research? Essentially, participatory research is
developed as a way of doing research principally for people who have been considered
voiceless or underrepresented in research (Nind, 2011). Swain and French (2006) state
that participatory research methods are developed from qualitative methodology and
are used by the researcher who wants to break down the traditional barriers between
the researcher and the researched. Participatory research is often viewed as an
‘’ideological perspective as well as a range of methods (Institute of Development
Studies, 2018). The research is conducted with people (Bergold and Thomas, 2012;
Cohen, Manion, and Morrison, 2018) as opposed to on people. In general, participatory
research aims to reflect, explore and disseminate the views of the research participants
from their perspective. It also includes the research participants being involved in the
design, in implementation, and in evaluation of the research process. The more research
involves its participants in the research decision-making, contents and methods, the
more the researchers participate in the culture they are studying, the more the research
shifts towards co-collaboration (Heron and Reason, 1997). The process is viewed as a
process of change, empowerment and influence (Swain and French, 2006). Participatory
research and/or collaborative research are not just about allowing those researched to
participate in discussions facilitated by the researcher: it really means that those who
are subjects of research become co-researchers (Swain and French, 2006) or cocollaborators. The aim of the research inquiry and the research questions are a
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combination of both perspectives, and in the end, both sides can benefit from the
research process (Bergold and Thomas, 2012).
Thiollent (2011) suggests that participatory methodologies are superior to conventional
authoritarian methods especially in the case of social problems. Servaes (1996)
describes participatory research as an educational process which is cyclical, continuous,
local and accessible. One of the weaknesses of this type of research is that it is not easily
generalisable because participants are part of a particular setting or situation, in saying
that the published stories and accounts of the research are important factors for
building a movement (Gomm, 2004). The evaluation and success of a participatory
research project are understood in what happens during the course of the research
process, as opposed to what is written in journals (Servaes, 1996). Gomm (2004) also
notes that the outcome from this type of research is not solely producing knowledge,
but is seen to actually have an effect such as educative, political or therapeutic.
However, in 'true' participatory research, there is little power difference among the
participants and there is an assumption of capacity to make decisions as equals. Children
are increasingly becoming involved as researchers (O’Kane, 2008) and this carries
concern over inequalities and inclusion (Alderson and Morrow, 2011). Ethical issues are
more prominent when children are participants mainly due to the fact of children’s
understanding of the world being different from adults, if we think of Piaget and the
belief that children grow and develop intellectually though different stages. Another
challenge is power and status between adults and children; the ability to create a space
where children can speak up and be heard is a challenge (O' Kane, 2008).
Serious consideration was given to as to whether the research was an action research
project or participatory research design. However, going back to the initial enquiry
which was from the Parents’ Council, and the consultation with the school, a
collaborative enquiry model of research seemed more suitable since the children were
not involved in the question or request from the outset, and therefore it could not be
truly considered as fully participatory action research. This would make the research
appear tokenistic and would not reflect the values of the research approach.
Hart (1992) developed a recognised model which expresses eight degrees of
participation between children, young people and adults, as illustrate in Figure 4.8
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below. The first three ‘steps’ – manipulation, decoration, tokenism - do not involve
participation from the children, whereas levels 4 to 8 involve varying degrees of
participation. This thesis case study research could be located anywhere on the ladder
between 4 and 8 and not in an entirely linear fashion, instead moving at times upward
and backwards, readjusting and reviewing. In this regard the context of the research has
to be considered for example, time, resources, interests, abilities, children’s moods,
spontaneity, governing bodies, and spontaneous events that may occur, especially as a
researcher coming from the outside even in the case of collaboration. This also brings
up the notion of where one stands in relation to ‘insider’ or ‘outsider’ as a researcher,
which I have discussed earlier. Many aspects of the research were initiated
collaboratively between the researcher, teacher and principal, and within the actual
hands-on practical classes many decisions were made with and by the children.

Figure 4.9 Hart’s Ladder of participation (Hart, 1992, p.8)

4.12.3 Why choose collaborative enquiry?
That being said, participatory research, and indeed action research, are thought to be
the precursor to the practice of collaborative enquiry where all methodologies
encompass facilitating learning and initiating change in areas of importance to all
participants (Bray, Lee, Smith, and York, 2000). The difference between the two
approaches is that collaborative inquiry is conducted by a group of educators interested
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in addressing a school, department, division, or common classroom issue driven by
student learning needs (Donohoo, 2013).
Having considered other research methods and given the genesis of the research using
the collaborative enquiry methodology was considered the most appropriate. However,
there were limitations to using this method in that the children were not involved in the
genesis of the research or lesson plan development with the class teacher and
researcher. However, in order to safeguard childhood participation and agency as much
as possible within the boundaries of the research, the children were encouraged to
participate in all aspects of the food and cooking module, particularly the practical
elements using constructivist pedagogy approaches throughout the curriculum module.
Participation was a choice, as noted by Stjernqvist, Bonde, Trolle, Sabinsky, and Maindal
(2019). Some children may be more constrained than others for example in relation to
healthy food or physical activity and so the context is so important. The teacher’s role
in forming groups and using inclusive norms is necessary to avoid/prevent children from
feeling excluded. The children were also encouraged to voice their opinion in every
lesson in areas such as food choice, voting on hot food, reflecting on their work in the
activity workbooks and in the co-construction of the foodbook. All of these
opportunities were created in the hope of creating valuable learning experiences with
them, where they could give their own voice, feel comfortable and have fun.
Considering all this, it is clear the project could not be described as action research or
participatory action research as the researcher was not a practising teacher within this
particular school who is seeking to improve her own practice. However, although the
research is not action research it is hoped that the outcomes, such as the pedagogical
guide, may provide a starting point for the inclusion of action based research in schools
by exploring different pedagogies and approaches in the case of disadvantage. One area
that ‘needs further development in practice’ when working with young people is when
trying to build resilience through ‘pro social’ behaviour such as empathy and care
(Daniel, et al., 1999). They suggest creating a number of scenarios with an emotional
component and ways where the young person has to care for and be responsible for
others.
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Then the reflective practices of collaborative enquiry, action research or participatory
action research could be used to inspire confidence in these situations when policy
makers are eager for evidence to support change.
4.12.4 The case for collaborative enquiry
Collaborative enquiry is at the nexus of critical, interpretive/constructivist and pragmatic
paradigms. This collaboration paradigm filters throughout this research process from
the ‘ecological’ levels of collaboration to the use of constructivist theories and
humanistic approaches, which mould to form ‘pedagogies in context’ within the
classroom environment. Collaborative enquiry is an expression of a blended
philosophical approach which can inform and develop a more nuanced, rich and
impactful methodology if applied to social research problems.

Figure 4.10 Collaborative Enquiry

The research project was initiated two ways: by the school, and by the researcher
through a funded scholarship, to address four keys areas namely:
a. Food knowledge and cooking skills (‘healthy’ eating);
b. Integrating food and cooking skills into primary school education and curriculum;
c. Compensating for disadvantage (social, cultural and economic) and;
d. Collaboration among stakeholders.
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Figure 4.11 Methodological Approach

4.13 Collaborative Enquiry Method
Collaborative enquiry is a well-known type of research used among teams of teachers in
schools related to improvements in the curriculum and learning through an iterative
process of defined cycles. Collaborative enquiry is teacher-driven and action-orientated,
to promote professional learning and improve student learning and achievement
(Donohoo, 2013; Donohoo and Velasco, 2016). It is contextual in nature and fits in with
the critical approach.
In the context of this thesis research, from the outset the initial inquiry from the Parents’
Council and the case study school was to help with enhancing achieving the standards
of the core curriculum and experiencing healthier eating habits through cooking skills.
As such, they were flagged as two major student-learning needs. The research was
therefore based on the identification of a real-life problem. The fieldwork involved cocreation of teaching, learning and research through collaboration and engagement with
the school community, with partners from food-related industry which funded the
research for the public good, and with other professionals in TU Dublin as expected
within its civic remit (TU Dublin, 2020).
4.13.1 Collaborative enquiry – using the four stage model
The four stages of collaborative inquiry are:
i.

framing the problem
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ii.

collecting data

iii.

examining data

iv.

and documenting, sharing, and celebrating.

The research used the collaborative enquiry four stage model (Donohoo, 2013) and
Knight’s (2011) partnerships principles (applied to collaborative enquiry) as cited in
(Donohoo and Valesco, 2016) as a guide for the research. Knight’s (2011) partnership
principles are a way of being and strengthening relationships during the collaborative
enquiry process and can be used by all team members.

Figure 4.12 Adapted Collaborative Enquiry – Donohoo’s Four Stage Model with Knight’s Principles

As is the case with much research, although there are particular stages within the
collaborative enquiry model, it is not an ‘absolute’ recipe. Research that involves people,
time, social, political, economic and environmental changes means that ‘no one recipe
is good for all’. However, it is a useful model to guide and steer in complex situations
(Schostak, 2002, p. 35). Handling complexity and uncertainty is a certainty when dealing
with people and their lives, more importantly and perhaps somewhat uncomfortably:
‘It means becoming accustomed to never being able to know all, never being certain
about the status of interpretations, ‘findings, ‘knowledge’ (Schostak, 2002, p. 92).
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In a sense, one cannot live theoretically: no one can experience life and the experiences
of living for someone else. To live by theory alone means leaving something out, namely
feelings, desires, interest and needs (Schostak, 2002) not to mention the role of agency
and social interactions (Bracken, 2010).
By concentrating only on what can be seen and measured all the messy feelings,
emotions, and ‘insideness’ of human life can be eliminated from the equations, the
models, the procedures by which to explain and control individual and social life. The
consequences of adopting such simplifying procedures have often been tragic in social
and personal terms’ (Schostak, 2002, p.93).

4.14 Evaluation of the pilot
Qualitative methods are often used to understand the meaning of the intervention for
the participants and key stakeholders or even those who were not involved in the
intervention (Hughes, Black, and Kennedy, 2008). The collaborative process was
iterative and in order to triangulate the findings in a minor way a combination of two
models of evaluation the New World Kirkpatrick® Model (Kirkpatrick and Kirkpatrick,
2019) and the CIPP (Context, Input, Process and Product) Evaluation Model which was
proposed by Stufflebeam (Stufflebeam, 2003) in the 1960s were used (Figure 4.13).
Figure 4.13 shows both models of evaluation side by side. The CIPP evaluation model is
widely used to guide evaluators and stakeholders in asking questions and making
assessments at the beginning of a project (context and input evaluation) during the
project itself (process evaluation) and when the project is complete (product evaluation)
(Zhang, Zeller, Griffith, Metcalf, Williams, Shea, and Misulis, 2011). Researchers use the
model in particular within education to evaluate curriculum, for school evaluation and
for textbooks. By evaluating at different stages, it provides a more holistic view of the
project (Aziz, Mahmood, and Rehman 2018). The New World Kirkpatrick model adds
new elements to the well-known Kirkpatrick Model used to evaluate training and
educational programmes. As illustrated in Figure 4.13 the four original levels of reaction,
learning, behaviour and result are used. In addition at level three, a monitor and adjust
framework was added (Kirkpatrick and Kirkpatrick, 2019). In the context of this research
this was relevant as lessons were adjusted depending on the children’s learning, attitude
and relevance as the pilot progressed.
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Figure 4.14 shows the progression of integration from two separate evaluation models
into one final more complex integrated model (Figure 4.15). The main difference
between the two is that the CIPP evaluation model places more emphasis on context
and takes into account emerging information and reactions with the environment
throughout the process of evaluation (Gandomkar, 2018). In the main the New World
Kirkpatrick model could be described as a goal-based model while the CIPP model could
be described as more system-based. According to Eseryel (2002, p. 94) goal-based
models do not ‘..define the steps necessary to achieve purposes and do not address the
ways to utilize results to improve training’ while on the other hand system based models
are helpful as they take into consideration the context and the situation. To facilitate
‘context’ the researcher decided to combine elements of both models, as ‘framing the
context’ was a big part of the research. How this model was used will be discussed
further in Chapter 7.

Figure 4.13 The CIPP Evaluation Model (1983) and New World Kirkpatrick® Model1 (Kirkpatrick and
Kirkpatrick, 2019)

1

New World Kirkpatrick ®Model out of copyright since end of 2019.
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Figure 4.14 An early iteration of an Integration Model using New World Kirkpatrick® Model (Kirkpatrick
and Kirkpatrick, 2019) and CIPP Evaluation Model (1983)

126

Figure 4.15 Final Evaluation Model
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4.15 Theories of policy change
Theories of policy change are given some consideration in this thesis as to what part or
power if any; a novice researcher has in this process. For conceptual clarity and to avoid
ambiguity, the following definitions of ‘policy’, ‘policy innovation’, policy change/policy
reform’ and ‘policy change agent/advocate/champion’ are used in this thesis.
A policy is a deliberate course of action, or a set of principled decisions leading to a
particular course of action with a set of procedures and/or protocols to achieve rational
outcomes for a group, an organisation, a system, or a government (Milio, 2001). A policy is
generally expressed as a statement of intent for implementation. Policies differ from sets
of rules or laws, but often lead to sets of rules and/or enactment of laws.
Policy innovations are relatively large-scale phenomena, highly visible to potential actors
and observers that represent a break with preceding governmental or organisational
responses to the range of problems to which they are addressed. Policy innovations may be
a response to a crisis, or may be more evolutionary/incremental, but they all tend to have
institutional or societal impacts that are likely to last for some time (Roberts and King,
1988). Policy innovations generally follow a sequence of three phases: initiation,
enactment, and implementation. Roberts and King (1991) drawing on Schön (1971) define
successful policy innovators as groups of individuals who challenge the system, are
irrationally committed to the inventions they champion, operate informally and sometimes
subversively, exploit networks and mobilise outside pressure, sometimes becoming heroes
or martyrs to the cause. However, they are also strategic, important sources of innovatory
ideas, critical lynchpins to galvanise a network of support for their ideas, and are successful
advocates to push an idea into the arena of debate for legitimation, adoption and
implementation. Roberts and King chose the term ‘policy entrepreneur’ to describe this
category of change agents. The term has sustained since and permeates contemporary
literature on the subject.
Policy change or policy reform? Policy change refers to incremental shifts in existing
structures, or new and innovatory practices. Policy reform usually refers to a major policy
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change. Reform as an intentional intervention through policy may or may not generate
change, because large organisations/systems tend to be ‘sticky’ and resistant to change
(Cerna, 2013).
Policy change agent/change advocate/change champion is an individual from inside or
outside an organisation who promotes and supports a new way of doing something within
an organisation, within a system or at state level. The change could be a new process or
procedure, a new operational structure, or a cultural shift in practices. Such a change agent
could be described as a catalyst for change where he/she/they inspire or influence key
leaders to initiate change to either reform or transform policies. A change champion usually
has a visible presence and may be a figurehead or thought leader who inspires others,
whereas a change agent may sometimes work behind the scenes to achieve
implementation of change. The change agent may variously promote, champion, enable
and/or support changes (Roberts and King, 1988).
4.15.1 Theories of policy change
The OECD review (Cerna, 2013) of theoretical approaches to understanding how policy
change happens in education argues that there is frequently an ‘untheoretical approach’
and a preference for pragmatism, for ‘what works’. They further argue that policy change
may not lead to desired results if the process of implementation is omitted from
consideration. To address this lacuna in the literature on policy change and change
management their review discusses the strengths and weaknesses of ten theories and
models of policy change: path dependence, advocacy coalition framework, policy learning,
policy diffusion, punctuated equilibrium/crisis/shock, institutional change, multi-level
governance, policy networks, disruptive innovation, and the politics of change and reform
(McGowan and Murphy, 2021).
From among ten such theories, the theory deemed most relevant and efficacious for the
data produced for this thesis is advocacy coalition theory. Choosing one over-arching policy
change theory does not negate the hypothesis that policy change is a complex, multifaceted and messy process (Smith and Katikireddi, 2013) and that several theories are likely
to be at play and to over-lap in any real-life instance of the policy change process.
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Stachowiak (2013) advises that all advocates should be critically aware of the range of
possible policy change theories and be able to ‘untangle beliefs and assumptions about the
inner workings of the policy-making process’ (Stachowiak, 2013, p.1). However, she urges
advocates to operate within one theoretical framework of policy-change rather than across
several simultaneously in any given context of policy change.
The main policy change theories selected and their ‘notional’ weighted relevance to this
thesis are presented in Table 4.1 below. An explanation of advocacy coalition theory, its
underpinning assumptions, and its operational features follow thereafter.
Table 4.1 Policy change theories with notional relevance rating

Policy change theory Key features

Path dependence

Advocacy coalition
framework
(elected and agency
officials, interest
groups, professional
bodies, researchers)
Policy learning &
policy diffusion

Research-based
evidence
‘Large leaps’
Punctuated
equilibrium/
crisis/shock/critical
juncture

Notional
relevanceweighting (1-10)

Institutional systems are ‘sticky’ and self-preserving
with shared heuristics. Once a path is decided, the
costs of reversal would be prohibitive. Past decisions
encourage policy continuity and/or resistance to
change.
Policy-makers would have to wait for a critical
juncture or crisis to make a new change.
Key advocates link around sets of core ideas and
beliefs about causation and value in public policy,
seeking consensus on ideas that can be
operationalised.
When a crisis or shock happens, these ideas are
acted on by related networks in different subsystems.
Policy innovations spreading from one state to
another regarding policy instruments, administrative
arrangements, recording and reporting, such as in
the EU
Independent and commissioned research by state,
NGOs and/or professional bodies
Once a particular ‘disruptive’ idea among competing
ideas attracts popular positive attention it will
expand rapidly and can become unstoppable.
It is a combination of shared beliefs and values on a
particular issue that has a political locus (policy
venue).
The catalyst could be an economic crisis, a natural
disaster, or a pandemic.
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Relevance 8/10

Relevance 10/10

Relevance 6/10

Relevance 8/10

Relevance 9/10

Institutional change

Multi-level
governance

Policy networks

Disruptive
innovation
Policy window or
Agenda-setting

Both institutional and policy changes within
responsible bodies may be incremental or abrupt.
They can be monitored indirectly for the public
interest on behalf of society.
Policy change processes can involve several
government layers and dimensions with authority
dispersed across multiple tiers and a variety of
actors.
A cluster or complex of organisations connected to
each other by resource dependencies. Distinguished
from other clusters by breaks in the structure or
resource dependencies.
Policy decision to provide an alternative service or
solution to a problem that appears to be disruptive
of, and lesser than, existing arrangements.
Policy can be changed during a window of
opportunity when successful advocates can connect
two or more components of the policy process
including how the problem is defined, and possible
policy solutions in the immediate context.

Relevance 9/10

Relevance 9/10

Relevance 7/10

Relevance 5/10

Relevance 9/10

Sources: (Sabatier,1988; Baumgartner and Jones, 1991; Sabatier and Jenkins-Smith, 1993;
Streeck and Thelen, 2005; Shipan and Volden, 2008; Cerna, 2013; Smith and Katikireddi,
2013; Stachowiak, 2013; Heikkila and Cairney, 2017).

4.15.2 Advocacy coalition framework policy change theory
Advocacy coalition framework theory was developed by Sabatier (1988) within political
science theory related to the process of policy change and has been developed and
elaborated by Sabatier and Jenkins-Smith, (1993) and Stachowiak (2013) since then.
4.15.3 Definition of advocacy coalition policy change theory for this thesis
Advocacy coalition policy change theory proposes that individuals with shared core beliefs
about a particular policy area, including a problem’s seriousness, its causes, society’s ability
to solve the problem, and the solutions to address the problem, coalesce to actively pursue
desired policy change. Advocates who use this theory believe that policy change happens
though co-ordinated activity among individuals and organisations with shared beliefs and
values outside of, and within, government. Cairney (2014) notes that coalitions are often
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competitive and highly politically charged. They often selectively interpret information to
exercise power.
4.15.4 Advocacy coalition assumptions
Advocacy coalition theory relies on a set of either tacit or explicit assumptions, including
the following (Stachowiak, 2013):
Assumption 1: Advocacy coalitions are held together by expressed agreement over core
beliefs about extant policies and about desired policies. Secondary beliefs about how
policies are implemented - such as administrative rules, budgetary allocations, possible
statutory arrangements - are less critical at the outset of the coalition.
Assumption 2: Diverse groups can operate effectively and efficiently when core beliefs are
shared and undisputed, and when little time is wasted on reaching a shared understanding.
Assumption 3: Core beliefs will sustain and resist challenge unless they are shaken by major
crises or unpredictable events. Such instances may be natural disasters, economic shocks,
manipulation of public opinion against the proposed policy by opponents.
Assumption 4. New information about a proposed policy change emerges that shakes the
coalition’s resolve.
Assumption 5: The desired policy change is unlikely to change unless the champions of the
advocacy coalition lose power, or they are challenged by a hierarchically superior
jurisdiction.
4.15.5 How advocacy coalition works to effect policy change
Advocacy groups work variously to achieve their goals (Stachowiak, 2013). Figure 4.15
simply outlines what advocacy coalition might look like using the key areas below (adapted
from Stachowaik, 2013):
a. They identify and reach out to diverse groups with similar core beliefs who may
initially seem like unlikely allies.
b. Advocacy coalitions will explore and pursue multiple avenues for change. They may
seek legislative change, court a change in public opinion, engage academics to
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create a supporting body of critical literature, organise seminars and conference,
gather testimonials and case studies, use social media etc.
c. They may influence sympathetic and like-minded politicians and framers of
legislation.
d. Use lobbying power to place supporters in positions of power and by removing nonsupportive incumbents
e. Use mass media and television documentaries to influence public opinion.
f. Influence newspaper editors to allocate space to their cause.
g. Conduct field-trials or pilot studies to support their cause with ‘evidence’.
h. Hold public demonstrations.
i.

Boycott strategically.

j.

Encourage research agencies and think-tanks to publish supporting data in the
public domain.

k. Challenge policies in the courts.

Figure 4.16 Advocacy Coalition adapted from Stachowaik (2013)
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4.16 Chapter summary
The purpose for adopting a critical epistemology was to maximise the ontological values of
care, respect and equity in the research process. A qualitative approach was the most
suitable to the methodology of this research due to its focus on the social, relational,
experiential and collaborative nature of learning. A single case study methodology using
collaborative enquiry methods was employed. The methods used to capture these aspects
of learning included using a year-long pilot integrated Food Edu-Care curriculum module.
The data collected was analysed using deliberately focused theories related to
constructivist learning methodologies (hands-on, collaborative, active learning),
educational psychology (learning from others through observation behaviours, imitation
and guiding) and critical social theory (food poverty and social exclusion, combining the
concepts of care and commensality, social and cultural capital). Several validity measures
were employed including, prolonged and persistent fieldwork, triangulation in data
collection and data analysis, participant verbatim accounts and constant member checking.
Chapter 5 follows with a profile of the case study area where the school is situated.
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Chapter Five: The Case Study School
5.1 Introduction
This chapter sets out a profile of the area where the case study school is situated in Dublin
north inner-city, which is one of the most disadvantaged areas in the state. It is at the nexus
of socio-economic disadvantage, social decline, and high crime. The case study school is also
examined with respect to its history and recent threats. This chapter also examines the
Delivering Equality of Opportunity in Schools (DEIS) school model, DEIS plans and the
challenges and advantages of being part of the DEIS schools model.

5.2 Profile of the case study area
The case study school for this thesis research is situated in Dublin 1 Postal Area, Dublin City
North Electoral Area for Dublin City Council administration, North Inner City for Small Area
Population Statistics (SAPs) for Census data and Central Statistics Office (CSO) analysis, and
for Tusla operational sub-divisions with regard to Child and Family Support Networks
(CFSN). For Tusla purposes the areas of North Inner City takes in Ballybough, Inns Quay,
Mountjoy Square, Rotunda A and B, and North Docks areas.
5.2.1 Affluence and deprivation side-by-side
Calculating disadvantage and deprivation scores based on electoral districts often masks
stark contrasts and anomalies when small area statistics are considered. For instance, in
Dublin City North Children and Young People’s Service Committee (CYPSC) area using Pobal
HP Deprivation Index Maps, up to 13 electoral divisions can be classified as ‘affluent’ while
over 15 are classified as ‘disadvantaged’ or ‘very disadvantaged’.
At SAPS level however, four are classified as being ‘extremely disadvantaged’, 64 are ‘very
disadvantaged’, and 188 are ‘disadvantaged’. The north-inner city District Electoral
Divisions (DEDs) also identify pockets of high unemployment, deprivation, disadvantage,
low educational attainment and a high percentage of lone parent families, as indicated in
Figure 5.1 below.
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Figure 5.1 Affluence and Deprivation CYPSC (2018b, p. 24)

In Dublin City North area there are high levels of unmet needs indicated by the high levels
of children in care and referrals to Children First (Children and Young People’s Services
Committee (CYPSC, 2018b).
5.2.2 Population
The geographic/electoral area of Dublin City North spans areas across almost 75 square
kilometres with a population of over 325,000 in 2018 (CYPSC, 2108b). The density of
population in Dublin City North at circa 4,400 per square kilometre is nearly 63 times the
state average of 70 per square kilometre. The DEDs of Rotunda A, Mountjoy B and Mountjoy
A in the North Inner City are among the most densely populated areas in the state (Census
2016):
‘It is no surprise that the areas with the highest population density are found in Dublin north
inner city where there is a higher population of immigration, employment and concentrated
blocks of apartment living.’ (CYPSC 2018b p. 21).
5.2.3 Services for children and families
Tusla Children and Young People’s Service Committee (2018b) have identified at least 76
statutory and voluntary organisations providing universal and/or targeted services, ranging
from health and family supports to homelessness, domestic violence, education, youth and
mental health services in Dublin City North, most of which conduct levels of research and
data gathering. Data of relevance to this case study area profile have been drawn inter alia
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from Barnardos, Daughter of Charity Child and Family Services, Focus Ireland, DePaul, Tulsa
Child and Family Agency, Crosscare, New Communities Partnership, Community Drugs
Programme, Mercy Law Resource Centre, Office of the Ombudsman for Children, Children’s
Rights Alliance and Social Justice Ireland.
5.2.4 Lone parents
Based on CSO data from the Survey of Incomes and Living Conditions (2016) there was a
direct correlation between lone parent households and relative poverty (CYPSC, 2018b p.
22). Ballybough in the north inner city had a 54.06 lone parent ratio with 96% women with
children under 15 years of age.
5.2.5 Ethnicity
The 2016 census classified 75.3% of the population in Dublin City North as ‘white Irish’
compared to 82.2% of the state population, with 11.8% ‘other white’ compared to 9.5% at
state level (CYPSC, 2018b).
However, in the North Inner City area 54% of the population is not ‘white Irish’. To an extent
this diversity reflects the availability of employment opportunities and attractive new
housing in the docks area, as well as the culture of ethnic communities who favour living in
close proximity to each other (CYPSC, 2018b).

Figure 5.2 % Population by Ethnicity in Child and Family Support Networks Areas (CYPSC, 2018b, p.23)

Primary schools do not normally make ethnicity or home language statistics available other
than to the DES, and it is likely that many pupils in the north inner city are second or third
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generation Irish. However, a proxy profile could be estimated from the general area profile
as above with the lowest proportion of ‘White Irish’ and the highest proportion of ‘Asian or
Irish Asian’, and from the obvious mix of food stores, restaurants, service providers and
places of worship in the area.
5.2.6 Housing
Dublin City North shows a high population of local authority rented accommodation with a
correlation between areas of deprivation and rented accommodation. In Mountjoy B, with
a population of 328 and a Pobal HP description 2016 of ‘very disadvantaged’ the percentage
of local authority rented accommodation stands at 88.17% (CYPSC, 2018a) since 2011 there
has been a decline in social housing in the Dublin region (CYPSC, 2018b).
5.2.7 Homelessness
Data from the Department of Housing, Local Government and Heritage Homelessness
Report (October, 2020) show 858 families, 1,246 adults and 2,070 children homeless in
Dublin (19th-25th October 2020) over half of whom are single parent families, including
numbers in hotels, family hubs, hostels, and emergency accommodation. Data show that
71% of those experiencing homelessness are in Dublin city. Data for the north inner city
specifically could not be readily accessed. Proxy data, such as the number of families using
food banks and free meals services in the area, could indicate the numbers of families in
immediate and increasing need of services. In 2020 there was a marked number of children
and families in need of food provision due mostly to the COVID-19 pandemic and
lockdowns. This increase was reported by those providing food through food banks and
charitable organisations such as the Bluebell Community Development Project (CDP) and
by Bluebell Community Church, which currently deliver 2.4 tonnes of groceries to more than
300 households weekly.
‘We had been delivering food to people before the COVID-19, mainly older and more
vulnerable people….But very quickly from March we were delivering to people we had never
met before, especially families with children; and as far away as Balbriggan’
(Coombes, as citied by Holland, 2020).
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Barnardos reported that families have been especially exposed to food poverty since the
beginning of the COVID-19 pandemic and the need for their services, such as providing hot
meals and food parcels, has increased substantially (Hoare, 2020).
A 2019 report from the Mercy Law Resource Centre (MLRC) questions how data on
homelessness are compiled and if they capture ‘the lived experiences’ – the overall systemic
issues - of families who are housed in emergency accommodation, possibly for up to two
years.
‘It is the experience of MLCR that the wide margin of discretion afforded to the local
authority within the current legal framework pertaining to provision of emergency
accommodation does not adequately protect families with minor children who are facing
homelessness’
(Mercy Law Resource Centre, 2019).
In October 2019 families who are in one ‘night only’ accommodation had increased to 72
families, almost doubling from May of that year. Such families are obliged to vacate their
accommodation every morning before 9.30am and await accommodation allocation by
8.00pm. This type of accommodation has long-term impacts on parents seeking health care
and permanent school places for their children, which are so important in providing a secure
base for children.
‘The families ordinarily have no secure place to go during the day, and spend prolonged
period in shopping centre, in parks, on buses, and walking the streets.’
(Mercy Law Resource Centre, 2019 p. 12).
In 2018 Temple Street Hospital in the north inner city reported that 842 children who
attended their Emergency Department had no fixed address, an increase of 29% on the
2017 figures (Children’s Health Ireland at Temple Street, 2019). How to measure the
negative impact of protracted homelessness on children was attempted by the Office of the
Ombudsman for Children’s Office, (2019) through their report ‘No Place Like Home’
focusing on living in family hubs. However, while the report was insightful and valuable,
according to Focus Ireland (2019) who have extensive experience in working with families
who are homeless, the findings should be considered in light of the fact that:
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‘..the majority of homeless children live in in hotels/B&Bs, not Family Hubs’.
MLRC research suggests that many homeless children get up as early as 6.00am to travel to
their school and do not return until late in the evening. Frequently there are no spaces to
do homework, no access to internet, no cooking facilities for nutritious meals, and families
rely on take-aways or convenience foods.
5.2.8 Limits of Department of Education data
The DES does not normally issue precise data on the living conditions of children in DEIS
schools or the impact of homelessness on attendance, retention, suspensions, exclusions,
or educational success rates. Nor are there guidelines or resources for DEIS schools to
alleviate the impacts of homelessness, poor nutrition, sleep deprivation and social
disadvantage among their pupils, since not all DEIS schools are funded to provide breakfasts
or lunches, despite being located in areas with the highest statistical profiles for
disadvantage.
5.2.9 Educational attainment and progression
The 2016 census presented at SAP levels show that Cabra, Ballymun/Whitehall, and North
Inner City have the highest proportion of adults with primary level education only. In
particular North Dock C, Inns Quay B and Ballybough A show very little positive change since
2006 (Figure 5.3).

Figure 5.3 SAPS with highest primary school only education (CYPSC, 2018b, p.30)

Data on progression to third level education for the north inner-city indicate high
progression rates in the more affluent areas of the north docklands. Wealthier areas have
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schools with a proven track record (sometimes called ‘feeder’ schools) of students moving
to higher education. More affluent areas such as Dublin 2, Dublin 4 and Dublin 6 saw over
90% moving on to a third level. On the other hand, around 57% of DEIS students went on
to higher education, with some areas such as Dublin 17 with a progression rate as low as
7% (Jackson, 2019). As research has shown over the past fifty years, economics has become
as important in predicting children’s educational achievements, as is parental education,
according to Reardon (2011).
Individual school profiles could not be used to illustrate progression from schools closer to
the city centre as results could be somewhat skewed by the statistics from a fee-paying
school such as Belvedere which has 1,000 male students relative to a mixed gender public
school such as Larkin Community College which has enrolment figures of 392.
Such profiles would also need to take account of the ‘progression’ subjects offered in each
school and the range of study supports available to students both in the school and in their
homes. These matters, and their impact of the reproduction of disadvantage, came into
sharp focus during the Leaving Certificate predicted grade controversy in the Summer of
2020 due to school closures for COVID-19 lockdowns. Public debate and media interest in
the issues revealed the unspoken systemic design of built-in disadvantage by which high
stakes examinations favour sectors with accumulated social, cultural and economic capital.
What was also brought into the light is the very narrow remit of DEIS schools to increase
numeracy and literacy attainment statistics while simultaneously the DES is using school
profiling to determine the futures of DEIS pupils regardless of their individual attainments
in numeracy and literacy. How such contradictions will be addressed in the immediate
future is yet unknown at the time of writing. To add this this the Higher Education Authority
published detailed data creating a socio-economic profile of Irish higher education students,
and results show that within three Dublin universities 36% of TCD students come from
affluent areas, 35% in University College Dublin (UCD) and the Royal College of Surgeons
Ireland (RCSI), while just 5% of students across all three institutions come from
disadvantaged backgrounds (O’Shea, 2020).
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5.2.10 Unemployment at SAP level
Unemployment at Small Area Population level show that Ballybough A and Rotunda B in the
north inner city have the highest unemployment rates. Rotunda B district around Parnell
Square and Parnell Street show 58% unemployment rates and high rates of ‘unable to work’
despite the intensive commercial activity in the area.
5.1.11 Health and wellbeing
Accurate data on instances of harm and death by drugs and alcohol poisoning among young
people in the case study area are difficult to compile from public sources. What is known is
that young people in treatment for substance abuse in the north inner city is relatively high.
‘Polydrug’ use has seen a change in the way people consume drugs depending on their
weekly circumstances and the way they want to feel, moving away from opiates to cocaine,
alcohol, cannabis and benzodiazepines. This type of drug usage is also having a ‘normalising’
effect, as the drugs are not viewed as a ‘dirty’ drug like heroin (Bowden, 2019). Duffin,
Keane, and Millar, (2020) also note the on-going non-medical use of pharmaceuticals or
‘street tablets’ in Dublin (data and literature collected by Ana Liffey Drug Project, the Health
Research Board (HRB), and the School of Public Health at University College Cork). They
found commonly used drugs included benzodiazepines, Z-drugs, and gabapentinoids among
user groups including opioid users, prison populations and young people. Mental health
services for children are an area for serious concern. In December 2019 there were over
2,000 children waiting for an appointment with the HSE's Child and Adolescent Mental
Health Service (CAMHS)(Irish Examiner, 2020). Research from Scanlon, Jenkinson, Leahy,
Powell, and Byrne (2019) showed that students who had aspirations of progressing to
higher education felt they did not have the confidence in their ability to do so, a lack of selfesteem and not feeling good enough was holding them back. According to Downes (2017a)
there are policy gaps in the DEIS Plan 2017 especially in relation to well-being and mental
health that need to be urgently addressed with a more focused approach in relation to
social and emotional education.
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Figure 5.4 Mental Health and Wellbeing Services in the Dublin City North (CYPSC, 2016, p.44)

Cabra has one of the lowest number of mental health service provision per 10,000 people
while the North West Inner City has the most. The findings from the CYPSC (2016) show that
there is a lack of health and well-being services for children and young people generally in
the case study area.
5.2.12 Green spaces
Mapping the north inner city helps illustrate the dearth of green spaces contiguous to the
case study school. The only green spaces marked are the lawn in the DES complex itself, the
Garden of Remembrance on Parnell Square, Mountjoy Square Park and a small number of
private back gardens. There is one public swimming pool (Seán Mc Dermott Street Pool)
and very few playgrounds, all of which closed during the pandemic.
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Figure 5.5 Google Maps (2020a) lack of green spaces

5.2.13 Safety, justice and crime
Dublin North Central has twelve Garda stations, five of which are in the Dublin 1 and Dublin
7 postal areas. Half of the twelve Garda Youth Diversion Projects are based in the North
inner city. The primary reason for referral to Garda services for under eighteen year olds
are: theft, alcohol-related damages, assault, traffic violations, drug possession and burglary
(CYPSC, 2018b). Finding from CYPSC (2016) show that there are gaps when it comes to
service provision for young people in the area of crime prevention education programmes,
and that more than six in ten professionals disagree that there are sufficient supports for
young people involved in crime in the area. Van Hout and Bingham (2012) compiled
research related to drug and alcohol-related public nuisance in Dublin City centre. They
identified 7 quadrants for the purposes of the research. Quadrant 1 had the largest number
of crime incidents and included the following streets; Jervis Street, Old Abbey Street, Abbey
Street, Eden Quay, Custom House Quay, Marlborough Street, Talbot Street, Lower Gardiner
Street, Amiens Street, Foley Street, Sean McDermott Street, O’Connell Street, Liffey Street.
Anti-social behaviour, such as open drug dealing and drug use, alcohol abuse and loud and
aggressive behaviour is prevalent. Pulse data reflected that drug crime typically occurred
during business hours of 10am and 5pm.
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5.3 The case study school
The school used as a case study for this thesis research is located in Dublin 1 and has DEIS
designation. The school has faced a number of challenges over the years including a threat
to re-locate despite the good quality of its own facilities and resources. This ‘threat’ drew
impassioned intervention from Tony Gregory, TD for the area in Dáil Éireann Debates on 6
May 1993 (Tithe an Oireachtais, 1993). As recently as 14 November 2018 a similar
intervention in support of the school was made by Senator David Norris arguing for an
additional teaching post allocation on the basis of both increased enrolment in infant
classes and the social and educational need in the area with its particular profile of
disadvantage in the north inner city. Senator Norris noted on his visit to the school:
‘They were so beautifully presented by their parents, so neat, so alert that and I
thought how frightfully sad that without this school all these children in ten years’ time
would be on the needle and on their way into the gutter and the grave. We are talking here
not just about the education but about the lives of children in the north inner city which is
the most depressed area in educational terms in the city’.
The school is inextricably linked to teaching through Irish, and the fieldwork for this case
study research was conducted primarily in Irish.
The school has faced a number of additional challenges in recent years including a difficulty
in recruiting either permanent or temporary teachers due to four main factors: the high
competence level of Irish required to teach in a GaelScoil; the shortage of newly qualified
teachers and competition from other schools for the small pool of graduates; the challenges
of teaching in a school where many pupils have challenging behaviours; the cost of living in
the city centre for newly qualified teachers on reduced salary scales.
5.3.1 Primary schools in the case study area
The distribution of primary schools in the north-inner city on the map below (Figure 5.6)
clearly shows the shortage of primary schools westwards and southwards. In fact, swathes
of the city centre now have no primary schools, reflecting the changing demographics and
property usage. Table 5.1 lists primary schools in the area, DEIS designation and language
of instruction.

145

Figure 5.6 Primary Schools in case study area (Google Maps, 2020b)
Table 5.1 Primary Schools, DEIS, language of instruction (DES, 2020)

Name

Address

Central Model Senior
School
Rutland National School

Marlborough Street,
Dublin 1
Lower Gloucester
89 boys, 70 girls
place, Dublin 1
Gardiner Street, dublin 196 boys, 207 girls
1
Parnell street, Dublin 1 95 boys, 100 girls

Yes

Language of
instruction
English

Yes

English

Yes

English

No

Irish

74 boys, 79 girls

Yes

English

St Mary’s Primary

Marlborough Street,
Dublin 1
Dorset Street Upper, D

128 boys, 109 girls

Yes

English

North Williams Street
Girls
St Laurence O’Toole
National School
St Vincent’s Boy’s Infant
School
O’Connell Primary
School

North William Street,
Dublin
St Laurence Place East,
Seville Place, Dublin 1
North William Street,
Dublin 1
North Richmond
Street, Dublin 1

231 girls

Yes

English

35 boys, 108 girls

Yes

English

87 boys

Yes

English

175 (mixed gender)

Yes

English

Gardiner Street Convent
Gaelscoil Choláiste
Mhuire
Central Infants School

Number of
students
139 boys, 130 girls
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DEIS

5.3.2 Post primary schools in the case study area
Post-primary schools in the same region include four DEIS schools and one fee-paying
schools for boys. Coláiste Mhuire and Scoil Chaitríona are the only two post primary schools
that teach through Irish. (Figure 5.7). Table 5.2 lists the post primary schools in the area,
DEIS designation and language of instruction.

Figure 5.7 Post Primary Schools in case study area (Google Maps, 2020c)
Table 5.2 Post primary Schools, DEIS, language of instruction Dublin City North (DES, 2020)

Name

Address

Number of
students
197 boys
195 girls

Fees/No fees

Larkin
Community
College
St Paul’s CBS
Secondary
School
Belvedere
College, S.J.
Mount Carmel
Secondary
School
O’Connell CBS
Secondary
School
Stanhope Street
Secondary
School (St.
Joseph’s)
Scoil Chaitríona

Champions
Avenue, Dublin 1
North Brunswick
Street, Dublin 7

213 Boys only

No fees
DEIS

English

6 Great Denmark
Street, Dublin 1
King’s Inn Street,
Dublin 1

1,000 boys only

€5,690 Fees

English

400 girls only

No fees
DEIS

English

North Richmond
Street Dublin 1

204 boys only

No fees
DEIS

English

Stanhope Street 191 girls only
off Manor Street,
Dublin 7

No fees
DEIS

English

Glasnevin,
Dublin 9

No fees

Irish

217 boys, 253
girls
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No fees
DEIS

Language of
instruction
English

Coláiste Mhuire

Cabra, Dublin 7

137 boys, 147
girls

No fees

Irish

5.3.3 Progression to third level
There is only one fee-paying post-primary school in the case study area, Belvedere College,
an all-boys Jesuit school. Pupils from the case study school progress mostly to Larkin
Community College. The top three progression colleges from Larkin Community College are
Technological University Dublin with a substantial percentage, followed by Dublin City
University and National College of Ireland.

5.4 DEIS schools
DEIS – Delivering Equality of Opportunity in Schools: The Action Plan for Educational
Inclusion – is currently the main policy initiative to tackle educational disadvantage in
eligible pre-schools and primary and post-primary schools for children from 3-18 years old.
The DEIS definition of ‘educational disadvantage’ drew on the text of the Education Act
1998 as
‘…the impediments to education arising from social or economic disadvantage which
prevents students from deriving appropriate benefit from education in schools’
(DES 2015, p. 4).
The principles underpinning the Act were outlined in the DEIS 2005 Plan as:
a. That every child and young person deserves an equal chance to access, participate
in, and benefit from education;
b. Every person should have the opportunity to reach his or her full educational
potential for personal, social and economic reasons, and
c. Education is a critical factor in promoting social inclusion and economic
development (DES 2015, p. 4).
5.4.1 DEIS Plan 2005
The core element of the DEIS 2005 Plan included a standardised system for identifying
disadvantage in schools which was developed and managed by the Educational Research
Centre (ERC), and a more integrated programme to bring together and improve existing
initiatives in both urban and rural areas. The Plan subsumed existing initiatives including the
Disadvantaged Area Scheme introduced in 1990, Breaking the Cycle (1996) and Giving
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Children an Even Break (2000) into a new integrated entity: School Support Programme
(SSP). The DEIS plan differed from earlier initiatives in that it has had a greater focus from
the start on school planning and on activities to boost literacy and numeracy programmes
such as First Steps and Reading Recovery (Kavanagh, Weir, and Moran 2017).
Primary schools were individually evaluated by the DES Social Inclusion Unit for DEIS on the
basis of sets of survey data provided by school principals which indicated levels of
concentrated disadvantage. Essentially, the school was designated as educationally
disadvantaged, not the individual pupils. This is an important distinction when the overall
paradigm of the intervention is considered, especially the emphasis on planning and teacher
development, and the lack of consideration for the emotional or developmental needs of
the pupils as individuals. It could be argued that the overall paradigm is narrowly
‘managerial’ with targets and measurable outcomes in Maths and English, rather than
collaborative, integrated and humanistic at the individual pupil level. In response to the DEIS
Action Plan (DES, 2017a), INTO (2017) voiced concerns about the input/output and target
setting approaches and stressed the need to consider other forms of intelligences and the
arts. This point will be returned to elsewhere in this thesis.
5.4.2 DEIS advantages
The Educational Research Centre (ERC) claimed to have included the concept of ‘the
multiplier effect’ of disadvantage in their methodology and criteria for determining DEIS
status for primary schools. Essentially the proposition in this concept as applied is that the
disadvantages associated with poverty and social exclusion assume a ‘multiplier effect’
when large numbers of pupils in a school are from similarly marginalised backgrounds.
However, it is not clear how this concept actually informed the additional allowances and
resources allocated to DEIS primary schools, or if, and how, the concept was to form part of
evaluations and reviews by Inspectorate. In reality, DEIS Band 1 primary schools were
eligible for the following ‘advantages’ relative to non-DEIS schools:
I.

Until 2012/2013 Band 1 schools were permitted to operate a maximum class size of
20 in classes up to third class, and 24 in classes from third to sixth class;

II.

Administrative principals based on lower school numbers than non-DEIS schools;
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III.

Additional non-pay capitation;

IV.

Additional funding for school books grant schemes;

V.

Access to school meals programme – contingent on Department of Social Protection
(DSP) criteria;

VI.

Access to numeracy and literacy support services (Reading Recovery; First Steps;
Maths Recovery; Ready, Set Go Maths);

VII.

Access to homework clubs/Summer camps designed to assist with numeracy and
literacy development;

VIII.

Access to Home School Community Liaison (HSCL);

IX.

Access to transition programmes to second-level schools;

X.

Access to planning and other professional support professional supports from the
Professional Development Service for Teachers (PDST).

The use of the term ‘access to’ is important in this context as it does not necessarily imply
a ‘right to’. In practice, not all DEIS urban Band 1 schools are eligible for the urban school
meals automatically. Each year the school Principal submits an application from the
individual school and not all are successful in their applications (DSP, 2020). In 2019 it was
reported that there were a significant number of DEIS schools who qualified for the scheme
had not availed of funding with the lack of infrastructure to utilise the funding cited as a
factor (Loughlin, 2019). Funding provided for the school meals scheme is based solely on
food items. A report on the Review of DEIS (DES, 2015) states that:
‘The Group noted the view expressed by a number of stakeholders that full kitchen
facilities should be provided all schools. The position of the DES Planning and Building Unit
is that in all new primary schools, a servery is provided whilst a kitchenette is provided at
Post Primary level. However, these are not intended as facilities where food is prepared or
cooked for the student population generally’ (DES, 2015, p. 107).
Having a kitchen, regardless of the size, should be seen as an asset that can be used within
the school and incorporated in such a way that children can use it. Besides the myriad of
cross- curricular learning that can happen, which will be discussed later, there is also room
for creating collaborative, creative and social places. It was also noted that findings from

150

the pre-school element of the 2005 DEIS Plan and arrangement for sabbatical leave for
teachers were not implemented (Kavanagh, et al., 2017).
5.4.3 DEIS terminologies
A prerequisite for inclusion in the DEIS Programme is a school’s commitment of target
setting for literacy and numeracy, monitoring progress and measuring outcomes, and using
templates provided by the Professional Development Services for Teachers (PDST).
Essentially, this is a form of self-assessment which also features in Inspectorate reports.
While the ERC frequently described the DEIS programme as ‘multi-faceted’, it could be
argued that there is an over-reliance on indicators of success that relate primarily to
comparative quantitative outputs in literacy and numeracy results, regardless of any
contextual factors or individual variation across class cohorts. Nor does the DEIS Plan
articulate how more developmental elements of the curriculum are included in the multifaceted design, or indeed how ‘outcomes’ are measured for literacy levels in the Irish
language in DEIS GaelScoileanna. As the programme operates, third and sixth class pupils
were assessed annually in relation to national achievement standards for those two grades
in Mathematics and English only – essentially numeracy and literacy in English.
The DES uses the terminologies of ‘outputs’ and ‘outcomes’ to express the assessment
results of the two class grades to determine the overall quantitative ‘progress’ of the school
relative to the ‘norm’, the logic being that school scores would act as a proxy for measuring
the diminishing or increasing risk of educational disadvantage of pupils in the school in
general. No qualitative measures with regard to greater or lesser ‘inclusion’ of pupils or
‘equality of opportunity’ for pupils were built into the evaluation process.
The point below relates to the narrow criteria for assessment:
‘DEIS Band 1 schools will be required to take account of these targets in maintaining a focus
on improving literacy and numeracy, informed by best practice.’ (DES, 2017b, p. 7)
The absence of any development or ‘human nurturing’ elements will be returned to
frequently in this thesis from the perspective of social and cultural capital and the role of
DEIS schools in ‘reproducing’ social inequality rather than reducing it.
151

5.4.5 DEIS Plan 2017
The DEIS Plan 2017 has a number of goals (Figure 5.8). However Fleming (2017) argues that,
although worthy, they should be in place already and not just for DEIS schools. The plan
refers to tailored support to schools as opposed to individuals and only mentions pupils
once in the goals listed below.

Figure 5.8 DEIS Plan goals (DES, 2017a, p.9)

The 2005 DEIS Plan was reviewed in 2015 following the publication of the DES
commissioned ESRI Report entitled Learning from the Evaluation of DEIS (Smyth, McCoy
and Kingston, 2015). From the review data the DES developed a new methodology for
identification of schools and a renewed framework of support to address educational
disadvantage which informed the 2017 DEIS Plan. However, this thesis will argue that there
is insufficient awareness in the 2017 Plan of the multi-faceted nature of food poverty,
homelessness and exclusion in Band 1 areas in particular, despite the myriad of reports from
organisations who work extensively in this area such as Focus Ireland, Barnardos, Pobal,
Social Justice Ireland, Mercy Law, Sisters of Charity, DePaul, and Children’s Rights Alliance.
5.4.6 DEIS identification criteria and critique
The identification and analysis process for selection of DEIS schools was developed by the
Education Research Centre in the DES in 2005. A Technical Group was to revisit the criteria
and process for identification every three years, but this did not happen as envisaged until
2017. The data sets used for the DEIS Identification Process include the CSO Census of
Population, School Annual Census Returns, Small Area Population Statistics (SAPS), Pobal
Small Area HP Deprivation Index (Figure 5.10 and 5.11) and centrally held DES pupil data
from the Primary Online Database (POD) and the Post-Primary Online Database (P-POD). In
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order to identify specific levels of disadvantage, pupil data supplied by Principals are
extracted, anonymised and aggregated to Small Area (SA) level and/or the lowest
geographic area in which a school is situated. Data collection methods are necessarily
bounded by data protection laws, and, in practice restricted to data collected by each school
and shared with the DES which can be accessed under those laws. The identification and
analysis process seeks to measure the degree of concentrated disadvantage which merits
inclusion in DEIS. Despite this rigour, it is likely that schools in pockets of relatively high
disadvantage are still not in DEIS designation (DES, 2017c).
In 2009 research by Smyth and McCoy states that
‘However, it is not at all evident that all, or even the majority of, disadvantaged students
attend DEIS schools’ (Smyth and McCoy, 2009).
The use of Small Area population Statistics (SAPS) based on 50 – 200 dwellings to identify
pockets of neighbourhood or townland disadvantage used by NIRSA (National Institute of
Regional and Spatial Analysis) on behalf of Ordnance Survey Ireland (OSi) and the CSO, has
a methodological weakness in that data must be nested within Electoral Division
boundaries. In an inner-city it is likely that SAPS cannot adequately reflect disadvantage, for
example where there are dwellings with multiple occupancies, in particular the ‘hidden
homeless’ who are living in with family or friends and go largely unnoticed (Barnardos,
2018) in both affluent and extremely poor multi-storey housing. Likewise, it can seriously
skew age profiles, income levels, access to PC and internet, home languages, and literacy
levels, all of which are significant when managing DEIS schools. This point will be further
discussed in the chapter of definitions of disadvantage in this thesis. INTO (2017) has
concerns regarding the identification process in particular that is does not take into account
consistent unmet needs arising from experiences of homelessness, addiction, mental health
issues and crime. Downes (2017a) notes the strengths of the DEIS Plan 2017 but also some
of the weaknesses which include homelessness, mental health difficulties and crime.
The use of the Pobal HP Deprivation Index (SA) to measure ‘deprivation’ by Government
Departments to allocate resources to supports such as Children and Youth Affairs, Pobal
itself, Tusla, LEADER, Higher Education Authority (HEA) access route Higher Education
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Access Route (HEAR), and local drug and alcohol task forces is significant in relation to DEIS
designation. The Basic Model of the Pobal HP Deprivation Index as illustrated in Figure 5.10
shows the three dimensions of affluence/disadvantage and are identified as: Demographic
Profile, Social Class Composition and Labour Market Situation. Each dimension is measured
using specific indicators.

Figure 5.9 Basic Model of the Pobal HP Deprivation Index (Haase and Pratschke, 2017, p.4)
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Figure 5.10 Labelling of Relative Index Scores, 2006 to 2016 (Haase and Pratschke, 2017, p.7)

The DEIS identification processes use pupil individual data related to their main residence
address/Eircodes as supplied to the school. The DES uses pupil address, SAPs and the Pobal
HP Index and Geo-profiling Directory in relation to all school roll numbers to estimate the
level of affluence or disadvantage of the school community. What such data do not readily
show are individual pupil instances of change of address due to homelessness or temporary
re-housing. Such live data are of significance to urban DEIS schools in particular where the
distance from school for pupils, for instance, is not fully known at any time. Likewise, they
are important for Home-School Liaison, and when the Department of Social Protection is
assessing applications for breakfast club or school meals funding. Of particular significance
is the ESRI Report in relation to the impact of the COVID-19 lockdown on primary school
pupils where it was reported by DEIS schools that less than one-third of pupils engaged with
distance or online learning for the duration. What is not known either is if the two-thirds of
such pupils actually had stable postal addresses or access to email correspondence. It would
appear that data sets on the topic of ‘settlement’ used to determine DEIS status is flawed
with regard to accurate data on the actual accommodation arrangements of pupils and on
their capacity to access communications from school. Remediating for added disadvantages
after the COVID-19 lockdown will be considered later.
In 2007, 670 primary schools and 203 post-primary schools, almost 20% of all schools, were
designated as appropriate for DEIS. Primary schools were designated as Band 1 - seriously
disadvantaged – urban (197 schools), or as Band 2 – disadvantaged – urban (141 schools),
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or as disadvantaged rural (332 schools). In 2017 there were 826 schools included in DEIS,
194 Post Primary Schools, 680 Primary Schools, 30 given additional resources , 80 schools
added (2017), 50 New DEIS rural schools and 13 New Post Primary DEIS schools (Kenny and
Counihan, 2016). Response to the new identification criteria are mixed, while the INTO
recognises the need for a more robust process, it argues that the fluid nature of the process
could pit schools against one another in trying to secure access (INTO, 2017).
Of considerable urgency during the time of writing are the issues related to ‘the multiplier
effect’ in schools and related to social determinism in schools exposed by the ‘predicted
grades’ controversy and the practice of using school profiles/league table to determine
Leaving Certificate results at individual level. However, the extent to which the practice of
determining access to educational opportunities by postal address profiling is now fully
exposed and the subject of both social and political discourses. Such views highlight the
essential political nature of education generally and the competing agendas and ideologies
among its policy influencers in the print media especially. It could be argued that such
discourses indicate residual colonial expectations regarding the purposes of state primary
education in the first instance, and a specific value system around social reproduction that
should underpin it.

5.5 Chapter Summary
This chapter attempts to build a picture of the environment in which the case study school
is situated and the numerous social problems that surround the school on a daily basis . The
area contiguous to the case study school in the north inner city is visibly and statistically
challenging with regard to disadvantage and the needs of children to live a reasonably safe,
healthy and positive life. When it comes to the possible impact of DEIS primary schools as
agents of change or of ‘salvation’ for children in the area, the context is indeed complex. As
outlined in earlier Chapter’s primary schools in general, and DEIS Band 1 schools in
particular, have very little agency with regard to the given curriculum, to pedagogical
approaches, to the expectations of an educational paradigm of subject-related ‘hours-ontask’ during the school day, and to the number of pupils in a classroom regardless of the
context. Nor can DEIS schools escape the quantitative gaze of the DES Inspectorate, the
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NCCA and statistical analysts such as the ESRI who are driven by that paradigm and who
influence state policies and action plans, regardless of contrary qualitative research analysis
data sets being available from sources cited and referenced in this thesis and available in
the public domain.
DEIS primary schools in the area are not equipped with conditions, resources, strategies and
supports to ‘compensate’ the lives of children who witness an environment that is
perceived in terms of negative socio-economic and crime-related statistics. If the DES
concept of ‘the multiplier effect’ applies within classrooms, then the question could
legitimately be asked: How can the multiplier effect of multiple social and personal
disadvantages be mitigated so that DEIS schools can function in terms of DES literacy and
numeracy targets by engaging in initiatives such as the edu-care module piloted for this
research?
The next chapter provides the narrative of the pilot, integrated Food Edu-Care curriculum
module in the case study school.
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Chapter Six: Planning and Implementing the Integrated Food Edu-Care
Curriculum Module
6.1 Introduction
This chapter is organised into four parts as follows:
Part 1 provides the narrative of the pilot, integrated Food Edu-Care curriculum module in
the case study school, supported by related images and documents (Appendices A-T).
Part 2 describes the roles and relationships of the co-enquirers in the collaborative enquiry
process.
Part 3 offers a narrative of on-going recording of critical reflections and collection of
iterative evaluation data with exemplars, and supported by Appendices (U –D1).
Part 4 illustrates how the national curriculum for 4th class was integrated into the learning
outcomes of the module.

6.2 Part 1: Narrative of the pilot module
6.2.1 Genesis of the research in the case study school
The genesis of the research is located in two contemporaneous events.
Event 1: The Parents’ Committee from the case study school approached the Head of
School, Culinary Arts and Food Technology in the Technological University Dublin (TU
Dublin) Cathal Brugha Street in November 2018 to explore the possibility of the university
working with the school to develop a Pilot Food Project which could link in with the school
curriculum and which would also boost healthier eating practices in the school. The pilot
was to include a hot lunch experiences for all pupils on Fridays. The school was receiving
cold lunch snacks under the Department of Social Protection scheme, but was desirous of
more nutritious and sustainable hot meals which would also facilitate the acquisition of
cooking and service skills in the senior classes.
Event 2: The researcher had won a research scholarship in TU Dublin funded by Musgraves
MarketPlace to explore the role of food education in the primary curriculum and its
potential to nurture the lives of children who may experience disadvantage socially,
culturally and economically.
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The two events were linked, and thus the collaborative pilot research began in September
2019.
Exploratory meetings to frame the precise problem faced by the school, to consider
sustainable responses, and to agree expectations were held with the school, Parents’
Council and Board of Management between December of 2018 and March 2019, resulting
in agreement for the development of a collaborative food and cooking project with a
timeline of implementation to begin in the new school year 2019 and last until May/June
2020. The agreed action plan was to deliver the food and cooking module in forty-five
minute to one-hour class sessions each Tuesday across two blocks of classes, followed by a
block of cooking and serving hot lunch to the full school every Friday.
Additionally, an applied class project to reinforce learning was planned in the form of a food
e-book and printed book.
Below is an illustration of the module timeline and planned content.

Figure 6.1 Pilot project fieldwork timeline

6.2.2 Essential initial preparation for the pilot
Initial preparation for the pilot module involved preparation in three broad areas: ethical
clearance, risk assessment, permissions and Garda clearance; development of the module
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content and pedagogical approach with the class teacher and Principal; procurement of
equipment and preparation of teaching materials.
I.

Ethics, risk assessment, Garda clearance, informed consent

The research had to conform to ethical practices within TU Dublin and permissions were
achieved from TU Dublin Ethics Committee (Appendix A).
Garda vetting was completed separately through TU Dublin and the case study school.
The researcher completed the Tusla (An Ghníomhaireacht um Leanaí agus an Teaghlach)
‘Introduction to Children First e-learning programme (Appendix B).
Parents/guardians of pupils in the class were provided with information to allow them to
decide if they would like their child to participate in the food and cooking modules, and
informed consent forms were issued (Appendix C). Child friendly information (Appendix D)
and assent sheets were designed for the children (Appendix E).
The parents were also required to complete a Food Allergy Questionnaire (Appendix F).
In relation to the Hot Lunch Experience, the parents/guardians of the whole school
population were provided with an information sheet (informed consent sheet) for their
child’s participation (Appendix G). Child friendly information and assent sheet was designed
for the children (Appendix H).
Risk assessments were completed with TU Dublin Health and Safety Office for school visits
to kitchens and dining areas (Appendix I). Permission slips were also distributed to all the
parent/guardians prior to each visit (Appendix J), roll call was taken for each school trip on
leaving and before returning (Appendix K).
II.

Development of a proposal for a ‘food and cooking’ module

In the initial stage, the assumptions and expectations of all collaborators were considered:
Parents’ Council, Board of Management, Principal, class teacher, and researcher, as
summarised below in Table 6.1.
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Table 6.1 Developing a proposal for a ‘food and cooking’ module

Parents' Council

Board of Management
Core Goals

•Healthy eating with links to the broader curriculum, in particular
mathematics, science and language
•Outdoor learning garden
•Threat of teacher loss
•Core curriculum integration
•Irish Language
•Hot Food

Principal

•Inner-city school with challenges (some children living in
emergency accommodation, challenging behaviours, lateness,
teacher allocation).
•Very interested in a hot lunch option with use of the school's small
canteen and halla mór, and involving senior classes.
•Interested in collaboration with TU Dublin given its history of
Culinary Arts development and its closeness to the school.
•Would like to make connections with the university so the children
can see what it might be like, a possible source of inspiration for
further education or otherwise.
•Irish language is important as a medium of instruction
•Open to a food education programme which includes aspects of
the core curriculum and improves standards for DES
•Would like to find out of alternative and nutritious food ideas
instead of 'treat day' on Friday of mostly junk food
•Already in receipt of school meals scheme (which consists of
selection of fruit, crackers, scones, yoghurt, pasta cold and
sandwiches) but would prefer a hot meal that involved pupil
cooking and service skills development

Researcher

•Collaborative school involvement for scholarship research proposal
•Evaluation in the form of continuous
teacher/researcher/principal/reflection
•Access to the school day and class teacher for collaborative
teaching and evaluation.

The next step was to produce a draft proposal for a ‘food and cooking’ module to include
elements of the core curriculum, to include a hot meal experience on day per week, and to
give due respect to the importance of the Irish Language element in a GaelScoil.
Note: the researcher is not a fluent Irish speaker and so took steps towards improving my
level of Irish through classes in TU Dublin through Oifig na Gaeilge, in addition the
researcher also attended a week long course in the Gaeltacht (Oideas Gael) in the summer
of 2019. The researcher enlisted the help of Oifig na Gaeilge in TU Dublin for assistance with
more complex Irish translations throughout the preparation.
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Following feedback from the school team, a final proposal in English and Irish was presented
to the Board of Management. Dréacht-Togra chun Modúl Ionscoile Deonach, Comhoibríoch,
Comhtháite a fhorbairt bunaithe ar an ‘Feasacht Bia' do Ranganna 4, 5 agus 6. Essentially,
it contained the design and delivery of a pilot, voluntary, integrated, in-school module in
three blocks around ‘food and cooking’ to pupils from 4th to 6th class for 45 - 60 minutes
per week between September 2019 and June 2020 and expanded to include a hot lunch
experience one day per week from January 2020 to May 2020 (Appendix L). The Hot Lunch
element of the project was very important to the school as they had initially stated that
they had concerns around ‘treat’ Friday and the amount of sweet and sugary foods the
children were bringing to school. Although in the initial stage the discussions did not
explicitly, discuss issues such as hunger or food poverty there was a recognition of this
possibility during the Hot Lunch Experience itself when some children would return for and
ask for more food. It must also be noted that the school is a DEIS school and one which was
in receipt of the School Meals Scheme programme already. Therefore there was an
understanding between the teacher, Principal and the researcher that there may be issues
around food poverty and challenging living circumstances for some children although this
was not specifically spoken about to safeguard the children. The limits of the collaborative
enquiry were discussed in Chapter 4 in relation to the children’s input in the development
of the research and the lesson plans. The Principal, class teachers and Board of
Management discussed involving parents in the research however it was decided by the
school not to do so. The primary reason for this was low engagement in past school projects.
However, it was something that the school were willing to revisit at a later stage in the Hot
Lunch Experience.
The Board of Management approved the proposal on 2 April 2019 and the pilot preparation
phase began in earnest.
The content of the programme aimed to dovetail with the core school curriculum and to
increase interdisciplinary learning, increase children’s understanding of the link between
food and care, and to develop social skills, confidence and excitement about healthy eating.
The module linked in with the primary curriculum of Language (English and Irish),
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Mathematics, Social Environmental and Scientific education (SE) and Social Personal and
Health Education (SPHE) for 4th class as recommended by the school Principal and class
teacher. The NCCA visual below indicates the discrete subject curricula and the lack of crosscurricular integration. Changing this paradigm to an integrated paradigm of curriculum and
pedagogies was a key aim of the pilot research.

Figure 6.2 Primary Curriculum Areas (NCCA, 2021)

6.2.3 Collaboration with the class teacher and Principal in developing the module content and
pedagogical approach
The next step involved detailed consulting with the class teacher and the Principal around
the food and cooking module and the lesson plans, the integration of the core curriculum
and the use of Irish language. Early draft lesson plans were developed and discussed in brief
in May with advice and guiding principles summarised as follows:
•

The lesson plans need to be simple, easy to follow

•

Both Principal and teacher stressed the lower levels of Irish in some classes that
needed to be accommodated.

•

They recommended that some words surrounding food and cooking, for example
utensils, are quite challenging and that it would be great if they knew what they
were in English first.

•

Follow the children's lead and see what they are interested in

•

Both expressed keen interest in experiments and engaging the children practically.
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•

We agreed that the researcher would come into the school the last week in
September to spend a day for a class introduction, watch how the school day
operates, and take in the school environment.

Another meeting was arranged in early June to finalise the draft lesson plans for Block 1 and
to sort logistical, ethical and pedagogical issues, summarised in Table 6.2.
Table 6.2 ‘Food and cooking’ module, logistical, ethical and pedagogical issues

Ethics

•Risk assessment procedures needed to be put in place, with decisions
about insurance for field trips.
•Food allergy procedures needed to be put in place
•Consent/assent procedures needed to be addressed.
•Confimation of the Designated Liaison Person, confirmation of First Aid
personnel

Lesson plans

•Lesson preparation - the Principal advised using the core curriculum as
a guide to create lessons.
•The Principal noted that some of the textbooks have difficult
vocabulary. Using the NCCA strands to develop lessons and the books
as a base to draw from works well.
•Sometimes concepts are difficult to understand in English, and in Irish.
Need to incorporate pre-teaching before the actual lesson.
•The Principal also noted positive reinforcement of material is good, and
that if the food and cooking lessons do this it would be very beneficial.
•The Principal agreed that the use of 'themes' in general provides more
room to learn and that the food and cooking programme is a theme in
itself allowing us to include different learning.
•The learning outcomes should be based around food and
experimenting while learning, learning without realising they are doing
it.
•An importance placed on the pupils developing their oral language
(Irish and English) and that the classes shoud provide an opportunity to
develop and discuss, to enhance their understanding.
•Development of working in pairs and groups.

Logistics

•Creating and organising a timetable that suits both the case study
school and TU Dublin so we had acccess to facilities, kitchens and chef
lecturers.
•Organising a team of collaborators for trips to TU Dublin.
•Building a relationship with a local supermarket (Musgraves if possible)
•Set a date for introduction day in the school
•Dates, days and times set for module Block 1. One day a week for 8
weeks, Tuesday afternoons from 1.00 - 1.50 approximately.
•The two trips to TU Dublin will be given extra time (2hrs) so the
children can become immersed in the environment and have a more
rounded experience.
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6.2.4 Onsite School Resources
The school had the following resources onsite: a small kitchen, microwave, fridge, hob with
two working rings, domestic oven, and storage in a number of presses, limited crockery and
cutlery, toaster, George Foreman sandwich grill (Images 6.1).

Images 6.1 School kitchen and equipment storage

Specific equipment lists, shopping lists and resources required for each class were put
together once the lesson plans were finalised. The equipment and resources required for
the programme were collected over the summer of 2019. This included some kind
anonymous equipment donations, including a camera, a laptop and tripod, equipment
donations from The School of Culinary Arts in TU Dublin, and the sponsorship of aprons and
hats by Acorn Independent Agri-Merchants, who also sponsored the ‘foodbook’ published
at the end of the project.
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6.2.5 Collaborative Development of Lesson Plans
In total, sixteen lesson plans were agreed with the class teacher and Principal. The process
of class planning involved discussion and agreement on the intended learning outcomes
and appropriate teaching methods in each case (Appendix M and N).

Appendix M

Appendix N

Draft Food and Cooking Class
Plans (Block 1)

Draft Food and Cooking Class
Plans (Block 2)

Figure 6.3 Draft food and cooking plans Block 1 & 2

Additional resources and materials such as educational food posters (Artefact 4), activity
workbooks (Appendix O and Appendix P), KWL (Know, Want to Know, Learn) grids, food
related vocabulary (Irish and English) and homemade educational videos (USB key) were
produced by the researcher during the summer of 2019 to support the lesson plans (Table
6.3).
Table 6.3 The complete lesson plan list

9. All about milk, milk products and milk
alternatives
10. All about peas, beans, pulses and rice
11. All about food waste and preserving
foods
12. Study visit ‘Come Dine at TU Dublin
restaurant
13. Breakfast and lunch using ‘leftover food’
14. Dinner and dessert using ‘leftover food’
15. Becoming a ‘food detective’, food labels,
food comparisons and the supermarket
16. Study visit ‘Supermarket Sweep’
(Supervalu) Talbot Street

1. All about fresh fruits
2. All about vegetables and herbs
3. All about weights, measures and
temperatures
4. Study visit to TU Dublin (Fish
demonstration)
5. All about meat and animals
6. All about eggs
7. All about bread and temperature
8. Study visit to TU Dublin Bakery
the materials
Schoolfor Lesson 1 as an example

Example: Lesson 1: All about Fruits
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6.3 Example Lesson: Lesson 1 All About Fruits
Shown in Table 6.4 are particular learning outcomes and teaching methods that the class
teacher, Principal and researcher indicated as important during the planning process for the
first lesson. The complete lesson plans can be found in Appendix M and N.
Table 6.4 Lesson 1 learning outcomes

Intended learning
outcomes

•Know the names of fruits in English and Irish
•Know the cost of fruits and calculate costs per portion
•Recognise fruits by taste
•Know both home grown and imported fruits
•Be able to make basic cold dishes and drinks from the fruit
•Work individually and collaboratively
•Use safe and hygenic practices in food preparation and food service
•Present and photograph prepared fruit snacks
•Reflect on the lesson and show achieved learing in the workbook
•Explain about fruit and demonstrate to others.

Teaching methods

•Culture of hygiene, food safety, aprons and hats, awareness of dangers
•Allocate class time to each activity
•Using a timer to move the lesson forward and avoid loss of class time
•All children to be given the opportunity to voice their opinion
•Hands-on learning, active class with guidance and independent activity
•Importance of demonstration, simple tasks and accurate vocabulary
•Working in pairs or small groups
•Creating a caring environment

6.3.1 Lesson 1: before, during and after
Before starting, I needed to have consent from the children’s parents/guardians and assent
from the children. All parents/guardians gave consent and all of the children wanted to
participate in the classes and were happy to give assent. I had explained to the children that
if they felt they did not want to participate anymore they could change their mind and it
would not be a problem. This was included on the assent form. The class teacher was not
as keen about this element of the process and felt that by telling them they can stop at any
time; this could be destructive for others in the class. The teacher felt that if they decided
to do it then they could not keep changing their mind week-to-week. The solution was that
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instead teacher would set other work for the children if they decided not to participate in
the lessons.

Images 6.2 Kitchen set-up for lesson 1

Initially, we were due to conduct the food and cooking lessons in a larger room on the
ground floor of the school. However due to renovations on the school building and roof we
were unable to use this space as planned. Instead, we had access to a smaller space, a
canteen kitchen. It was small for the number of pupils we were working with and it was also
located on the third floor (6 flights of stairs above ground level). There were 16 children in
the class. However, we made it work. This was the first lesson of the programme and so
‘getting ready’ to start took extra time due to us getting used to the processes (washing
hands and getting aprons and hats on 16 children, some who needed help). On the first day,
I purchased a wide variety of fresh fruits with lots of colour to inspire and excite the children.
We had enough safety knives for each individual child and enough equipment to enable
each child was able to participate actively throughout the entire lesson. Organisation of the
room was key due to the size. I wanted to enable the class to have the opportunity to create
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and work with the fruits. Even though the kitchen was small it did not bother the children
and they worked around the tables and produced a food item on the day. The room had
three tables, one table for display and two tables for the children to work around. We also
had access to counter top space if needed. As was the case with every lesson the children
had their activity workbooks with them in the kitchen to work on at different times
according to the lesson plan.

Images 6.3 Lesson 1 in action

The day before the 1st class, I cleaned, tidied and organised the kitchen presses, counter
tops and tables tops. On the day the pupils worked around the two tables to prepare the
fruits for eating, using a variety of equipment such as the chopping boards, knives and
squeezers to produce the end result, actively engaging with the produce (Images 6.2). The
children used the flash cards to try and name the different fruits on the table. Each flash
card was in Irish and English. The idea behind the first lesson was to spark interest and
engagement with the children for the programme ahead. They had the freedom to choose
whatever fruit they wanted to work with and this allowed them to have some fun and
experiment a little. They worked in pairs to produce their dishes. There was lots of
interaction with the produce, it was a busy environment and messy at times. Lots of
participation, excitement and engagement (Images 6.3). Within the space of an hour the
pupils produced a selection of dishes in pairs. The dishes were all different and unique to
each pair. A variety of different dishes were produced: fruit kebabs, fruit salads and juices.
We also put together a fruit compost.
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Images 6.4 Making Compost

At the end of the lesson the children had the opportunity to discuss what they had made
and how, and the chance to offer and try each others dishes and give their opinions on
them. They also used their activity workbooks to reflect on the lesson using the Prepare,
Care, Share pages.

6.4 Negotiation and consultation with TU Dublin staff
Included in the sixteen lessons were four trips/visits outside the school, both to learn about
specific foods and to observe professionals at work in cooking, service, catering, butchery
and retail with a view to expanding their knowledge of possible careers in their own
neighbourhoods.
Unfortunately, the nearby Municipal Fruit and Vegetable Market had closed in 2019 and
most of the Moore Street traders were no longer available as sources of fresh foods at
reasonable prices, which could have been included in the school trips.
The visits were strategically planned to happen at the mid-point and the end of each block
of classes. They included:





Lesson 4: Study Visit to TU Dublin (Fish demonstration)
Lesson 8: Study visit to TU Dublin bakery school
Lesson 12: Study visit ‘Come Dine at TU Dublin restaurant’
Lesson 16: Study visit to a local supermarket (‘Supermarket Sweep’)
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As the collaborative project involved working with staff in TU Dublin, discussions were
arranged with a number of staff, in the first instance with the Head of School of Culinary
Arts and Food Technology to facilitate access to the university, including access to lecturers,
kitchens and equipment within a specific timeframe. Listed in Table 6.5 below are the
ethical and logistical considerations as outlined by the collaborative partners for the visits
to TU Dublin.
Table 6.5 Ethical and logistical considerations TU Dublin

Ethics

•Risk assessmnet procedures and use of facilities
•Food allergy procedures
•Permission slips to parents, Roll calls
•Confimation of the Designated Liaison Person, confirmation of First Aid
personnel, HACCP controls

Logistics

•Timetabling - scheduling time within the chef lecturers work schedule
and the TU Dublin school calender. scheduling time away from the case
study school.
•Organising a suitable free kitchen in TU Dublin.
•Organising a suitable amount of time for the demonstation
•Access to a kitchen for two days for the bakery visit due to preparation
of ingredients for the lesson
•Organising ingredients and equipment (larder TU Dublin)
•Name badges for the children
•Camera needed for documenting

The lessons for the visits to TU Dublin were planned between the researcher and the chef
lecturers as an extension of the food and cooking module in the school. The visits outside
the school were allocated extra time as the principal and class teacher both agreed that it
would be more beneficial giving more time to settle in a new environment, and more time
to interact and experience the atmosphere in professional kitchens (Images 6.5-6.6).
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Images 6.5 Trip to TU Dublin Fish Demonstration

Images 6.6 Trip to TU Dublin Bakery

The final visit of the module was to visit a local supermarket. This involved collaboration
with a business in the local community, in this instance a local SuperValu supermarket for a
‘Supermarket Sweep’ style lesson. Meetings were held with the General Manager of
SuperValu, Talbot Street to agree ethical, logistical and lesson plans, summarised in Table
6.6 below.
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Table 6.6 Ethical and logistical considerations Supervalu supermarket

Ethical

Lesson plans

Logistics

•Risk assessment procedures in the shop
•Fire drills
•Food allergy procedures
•Permission slips to parents
•Roll calls
•Confimation of the Designated Liaison Person,
•Confirmation of First Aid personnel in the shop and the case study
school, HACCP controls
•The supermarket could facilitate a visit lasting approximatley 45-60
minutes at 10.30 am (the shop is a very busy city centre supermarket).
•The shop Manager agreed to a supermarket sweep style challenge with
the children
•A 'stop and shop' discussion with the Manager about local foods and
importance of low food miles and buying local
•The supermarket offered to donate a surprise for the children
•Inflatable fruits and vegetables would be placed around the
supermarket as part of the challenge
•Timetabling - scheduling time that suits the supermarket and the case
study school.
•Scheduling time away from the case study school.
•Organising a suitable amount of time for the experience
•Organising extra resources for the supermarket visit
•Name badges for the children
•Camera needed for documenting

Unfortunately, due to COVID-19 the trip to the supermarket did not go ahead. When the
school closure was first announced we thought initially that we would be back at the latest
after the Easter break, and so rearranged the visit several times. However, this was not to
be and the visit was not completed.
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6.5 The hot lunch experience as a Pedagogic Meal with commensality
During the very first meeting with the case study school in early 2019, the Principal and
Board of Management voiced their interest in the idea of piloting a hot lunch in the school.
This was included as part of the proposal to the school. In the meantime, the Minister for
Employment Affairs and School Protection Regina Doherty launched a new initiative in early
2019, the first Hot School Meals Project. After the initial pilot in Inchicore applications were
opened to schools who wished to participate in the larger pilot initiative starting in
September 2019. The case study school decided to put forward an application. However,
their application was not successful, and they continue to receive cold snacks. Shown below
are a sample of the lunches provided to the school on a daily basis through the School Meals
Programme. The lunch is delivered each day in crates with a selection of sandwiches,
scones, pancakes, fruit, milk, yoghurt/frubes, brown bread and pasta (Image 6.7). The
children have their own water bottles as there was a significant problem with the amount
of plastic and bottles from the free meals. Counting over 183 days in one school year there
were 10,980 plastic bottles to be recycled at the school’s expense.

Images 6.7 Free school meal lunches

Discussions were held throughout 2019 among the different parties about the potential to
facilitate a pilot hot lunch within the school. Table 6.7 outlines aspects for consideration.
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Table 6.7 Ethics, funding, learning and logistics hot lunch experience

Ethics

•Consent and allergen forms for the school population
•Assent forms for the school population

Funding

•The Principal believed the School Board would be open to the idea of
funding the hot lunch
•Investigate other funding routes in the North Inner City
•The current School Meals Programme allocates 1.90 euro per child,
per meal, per day would be an indicative cost

Learning

•All parties agreed that there would be considerable benefits in terms
of learning for the children in particular when linking into the
language and SPHE curriculum
•All classes and teachers woudl be involved in the hot lunch Friday to
facilitate building a sustainable hot food output within the school
environment
•In terms of resources within the school what can be facilitated?
•Children's involvement, hands-on approach?
•Possibly offer the normal lunch alongside the hot lunch on a Friday to
see what the children choose and how they like to eat.

Logisitics

•Children working on a possible rotation basis with the researcher in
the kitchen to cook, serve and clear lunch
•Children and teachers setting up of rooms for lunch
•Separate lunches times? A staggered lunch?
•Food selection was important because of the resources and facilities
needed to provide options that are healthy, filling, and that can be
produced easily within the school environment
•Need to produce a healthier small after-dinner treat, based on
cooking classes such as chocolate dipped fresh fruit, yoghurt, banana
bread, vegetable based brownies.

A final proposal was developed for the Hot Lunch Experience: Care for Some Lunch?
(Appendix Q) and submitted to the Board of Management. Dates for the Hot Lunch were
agreed to complement Block 2 of the Food and Cooking Programme listed in Table 6.8 and
practical requirements are outlined in Table 6.9.
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Table 6.8 Hot lunch experience dates

Block 2 Hot Lunch
Experience

•Hot Lunch Experience Friday 2020
•Week 1: 24th January
•Week 2: 31st January
•Week 3: 07th February
•Week 4:14th February
•Week 5: 28th February
•Week 6: 06th March (mid way point)
•Week 7: 13th March
•Week 8: 20th March
•Week 9: 24th April
•Week 10: 01st May

Table 6.9 Practical arrangements

Kitchen facilities

•The hob in the kitchen needed to be fixed as there were only 2
rings working. We also needed to find shelving for extra storage
(crockery and cutlery)and to clear out the kitchen presses to free
up space for food supplies.
•We located two trollies in the storage area of the school ideal for
storage of hot lunch equipment.

Food Ingredients
supply

•We needed to identify a suitable food supplier/supermarket that
was interested in work with the school.
•Menus would be developed in collaboration with a chef lecturer in
TU Dublin.

Evaluation

•A one-page evaluation after each lunch was designed for the
children. Suggestions such as using a simple system of bowls and
tokens after lunch for the children (I like it, I didn’t like it and so
on).
•The class teacher suggested using bowls to put their dirty cutlery
in whatever bowl they choose.
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Ethics

•Consent and allergen forms for the school population
•Assent forms for the school population

Funding

•The school agreed to cover the cost of the hot lunch and the
equipment, crockery and cutlery required.
•We already have a donation of 3 soup kettles, a toaster and some
portioned trays, however we required more items.
•I negotiated discounts with local suppliers for cutlery, crockery
and miscellaneous items required.

Learning

•The Principal believed that because of the links to the core
curriculum it merited a slightly extended lunch time.

Logisitics

•The Board of Management were wondering about parental
involvement. However the school Principal had noted that it may
be a challenge to have parents involved and there was an
agreement to leave this for now and possibly consider later
•The Principal and class teacher agreed with an extended lunch
time and also a staggered lunch break.
•We agreed on a rotation basis for R4-R6 on preparing, cooking,
clearing and cleaning.
•We agreed that a vegetarian meal would be sufficient considering
the budget, resources, health and safety, and environment etc The
hot food will incorporate foods studied on the food and cooking
programme.
•The addition of an alternative treat was welcomed by all.
•The school already provides a cold lunch to the children. The
Principal and members of the Board felt during the Hot lunch
Fridays the regular lunch should be cancelled.
•However for research purposes we decided to offer one of the
regular school lunches alongside the hot lunch about half way
through the proposed schedule to see what the children would
pick (06th March)
•We agreed on the main 'halla' as the dining space with round
tables (6-8) at each table for lunch. The lunch time will be
staggered as suggested and amended depending on how it
develops.

The SuperValu Manager agreed to supply food ingredients at 10% discount through an
account between Supervalu and the case study school.
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As the case study school did not have additional teaching staff at that time, the researcher
enlisted the help of one of the chef lecturers in TU Dublin to assist with cooking the Hot
Lunch over the course of the project. The Assistant Head of School of Culinary Arts advised
on and facilitated access to chef lecturers, kitchens and equipment within a specific
timeframe. Meetings were held with the chef lecturer to discuss how we would produce
the hot lunch. The outcome of the discussions are outlined in Table 6.10 as follows:
Table 6.10 Hot lunch experience production, TU Dublin facilities

Preparing and cooking

•Given the geographic closeness between the University and the
case study school we used TU Dublin kitchens to prepare and store
the food the day before the hot lunch (ie Thursday).
•The school have a small canteen with a domestic oven and hob (in
the process of getting fixed) where the food and cooking lessons
are held.However we felt we needed a bigger oven and hob space
to prepare and cook food for 60 plus.
•The morning of the Hot lunch we could then transfer the food to
the school and finish the cooking and serving with the children

Menus

•Menus were written and recipes designed based on 60 children.
•They varied between pasta dishes, rice dishes, soup and bread
using simple and easily available ingredients.
•A selection of healthier treats were also considered.

Ethics

•A variety of additonal information was required by TU Dublin to
facilitate the project such as : lists of ingredients and equipment
required, schedule of dates, risk assessmnets , supervison and
funding.

6.5.1 Setting up the ‘halla’ for lunch
The setting for the hot lunch in the case study school was the main ‘halla’. Teachers and
pupils used this multi-functional room throughout the day for various activities. It was a
large room with high ceilings and windows. It could hold the school population of 60 pupils
easily when seated or standing. Adding tables and chairs for dining, additional buffet tables
for serving food and clearing plates and two storage trollies for the restaurant crockery,
cutlery and utensils reduced the seating capacity for lunch to approximately 30-35 pupils.
In preparation for the Hot Lunch Experience, a suitable set-up was designed for the ‘halla’
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and the equipment available. Lunchroom Rules were developed and posters were printed
for the ‘halla’ as in Figure 6.4.

Figure 6.4 ‘Halla’ workflow and lunchroom poster

The set-up for the hot lunch required storage space for crockery, napkins, tablecloths,
cutlery and food holding equipment and as the kitchen storage space was too small we
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searched the school for alternate storage options. We located two trollies, which we
cleaned and used as storage in the ‘halla’ itself. We required three tables for dining, a table
for clearing away crockery and cutlery and a table for service which were located onsite. A
‘wheelie trolley’ was purchased to transport food from the supermarket to the school
(Images 6.8).

A. Crockery Storage
Trolley
B. Main ‘halla’
C. Mock table setting
D. Shopping trolley
E. Carvery-style
serving table
F. 3 table set up
G. Extra equipment
trolley
H. Voting bins

Images 6.8 ‘Halla’ mock set-up

6.5.2 Example: Hot Lunch Experience Week 1

Images 6.9 Input – ingredients, equipment and set-up for the first hot lunch
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The first step in preparation of the Hot Lunch Experience was purchasing the ingredients.
Food was purchased in a local supermarket, the day before the Hot Lunch Experience, by
the researcher. It was transported to the school using a ‘wheelie trolley’ (Image 6.8) and
was stored in TU Dublin kitchens; the school had a domestic fridge however this was not
large enough to store the food. The food was pre-prepared the afternoon prior to the Hot
Lunch Experience in TU Dublin by the chef lecturer and the researcher leaving a portion of
the food to be prepared by the children the next morning. Total preparation time for 60
plus lunches took approximately two hours using two people.
The weekly menu was developed to incorporate foods the children have learned about
during the Integrated Food Edu-Care module with variations over the weeks. When deciding
on the menu food allergies, intolerances, special diets, faith-based diets and food
preferences were considered during the consent process. For this reason, the emphasis was
on simple, nutritious, tasty, low-cost, vegetarian foods keeping in line with recommended
nutritional standards. A vegetarian menu was considered more appropriate for food safety
reasons also due to the small scale of the kitchen available in the school and the access to
fridges for storage. Water was the drink of choice. Table 6.11 illustrates a sample menu for
a six-week cycle.
Table 6.11 Sample menu for a six-week cycle

Week
1

Lunch

Treat
Blueberry Muffin

2

Penne pasta with tomato and basil sauce,
grated carrot and raisin salad
Vegetable soup, soda bread, potato salad

3

Vegetarian chili con carne with rice

Beetroot chocolate brownie

4

Cheese Quiche, Coleslaw

Chocolate dipped mandarin and pineapple

5

Fusilli pasta with tomato and basil sauce

Yoghurt Mousse

6

Homemade baked beans, soda bread

Vanilla cookie
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Banana flapjacks

As agreed the children participating in the integrated Food Edu-Care curriculum module
were involved in the preparation, cooking, serving and cleaning during the Hot Lunch
Experience in the school. Therefore, we always left a portion of the food for the children to
prepare on the Friday morning in the school kitchen with the researcher. In the case of the
first week, it was to prepare and bake blueberry muffins.

Images 6.10 Process – baking and setting up the halla for the first hot lunch

As pasta was the main meal for the first hot lunch, one of the researcher’s first jobs was to
boil hot water in the school kitchen. It took approximately 2 hours to come to the boil as it
is an induction domestic hob and the pots were quite large. The school Principal, Vice
Principal and class teacher were there and they helped to arrange the tables, the hot food
and clearing stations.
Attendance was checked at 10am so the timings for lunch could be organised. As the ‘halla’
would not hold the school population all at once, a staggered lunch was used to
accommodate everybody. We had 53 pupils in total so instead of three sittings we decided
to do two, one of N1-R1 (25 pupils) and the remainder R2-R6 (28 pupils). The children who
were participating in the Food and Cooking programme were on a rota to assist in cooking,
baking, setting up, serving, resetting tables and clearing during the Hot Lunch Experience.
A sample of how the rotation worked in given below in Table 6.12.
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Table 6.12 Hot lunch experience proposed rota

STAGGERED
LUNCH
TIME
1. 11.50-12.20 (N1-R1)
2. 12.25-12.55 (R2-R6)

PROPOSED FRIDAY HOT LUNCH ROTA WEEK 1
DINING
KITCHEN
ROOM SET
SERVING AND
CLEARING
PREP
UP
RESETTING
ROOM
9.00-10.30
11.25-11.50
11.55-12.55
1.20-1.40
Group 1
Group 2
Group 3
Group 4

KITCHEN
CLEANING
1.20-1.50
Group 5

Once the children had completed making the Blueberry muffins in the kitchen, the
researcher went to the dining room to set up with the other children. The researcher
showed the children how to set the tables and fold the napkins. Once complete the
researcher then went to TU Dublin, Cathal Brugha Street to collect the prepared food and
meet the chef lecturer.
We finished preparing the lunch in the school and then proceeded downstairs to speak to
the children who were going to be serving in dining room. We talked about serving and
what to do. We discussed helping the younger children in particular and making them feel
comfortable. After lunch the children voted on whether they liked the lunch or not using
the ‘voting bins’ and their used napkins. This was organised for each week.
The clean up and logistics were challenging as the kitchen was up six flights of stairs from
the ‘halla’. The kitchen was fitted with a domestic dishwasher, which was quite slow, and
this paired with a small kitchen sink meant that clean up was more tedious that it could be.

6.6 Creating a FoodBook as a class project
Creating a Foodbook as a class project to reinforce learning and to acquire additional design
and communication skills was part of the original proposal with the school and all parties
were interested in it (Appendix R). Creating a foodbook allowed for a project-based learning
approach, which continued the collaborative style already accomplished with the children
in the kitchen classroom, it also made more space for the children to voice their thoughts
and opinions. Outlined in Table 6.13 were the agreed dates for this part of the project and
some areas of concern raised by the class teacher and the researcher:
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Table 6.13 Foodbook dates and areas of concern

Creating a Foodbook

Class teacher and
researcher

•Week 1: 21st April 2020
•Week 2: 28th April 2020
•Week 3: 05th May 2020
•Week 4: 12th May 2020
•Week 5: 19th May 2020

•Time spent on the foodbook - The class teacher recommeded
morning time is best for concentration and particpation levels
•Working with the children in small groups - 8 pairs
•Pairing of the goups - the class teacher to decide
•Giving a theme - the teacher recommended guiding the children
with a theme/s, idea/s
•Working with the laptop - equal opportunity for all the children

6.6.1 COVID-19 disruption to the foodbook project
On 13th March 2020, all schools were required to close due to the Coronavirus Pandemic.
During the lockdown the class teacher was communicating with the children through emails
with schoolwork was being sent to the parents’/guardians’ email, and accessed by the
children. The teacher and Principal had some concerns around ‘home school’ outlined in
Table 6.14 below.
Table 6.14 COVID-19 disruption to Foodbook

'Home School'

•Lack of access to computers/laptops
•Concerns about online teaching with young children
•Access to children's home life
•Concerns about access to school lunch
•Ability to check on children's school work
•Parents working
•Pressure on families
•Access to Internet

In relation to the Foodbook, the class teacher and the researcher discussed possible options
to finish the project and create the Foodbook. The main problems are outlined In Table
6.15.
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Table 6.15 Creating a Foodbook though homeschooling

Creating a Foodbook
at Home

•Researcher access to children, communication with children
•Working remotely online as a group
•Children's understanding, IT competence and motivation
•Technology and access for all
•Inclusion of all children's work

Following discussions we decided that we would try to bring the final part of the project
together using the format that the class teacher was already using, emailing the
parents/guardians as the safest and most effective method to communicate as the children
already knew about the Foodbook from the beginning of the project.
Eight foodbook templates were designed and included procedural writing (recipe, my
school lunch menu and how to set a table), explanatory writing (a creature arrives from
space and let's share what we learned), persuasive writing (COVID-19 Food tips and your
opinion counts), and reflective writing (I care about myself and others) (Appendix S). The
children could choose to complete one/some/none or all of the templates. A sample of
what the online foodbook might look like when it was finished was designed and sent to
the children as inspiration. The templates were sent out at the beginning of May and we
left the deadline date open to give the children a chance to complete in their own time. By
mid-May six children out of the class had sent work back to the teacher. As the school year
was coming to an end we agreed to go ahead with the work that was submitted in addition
to the activity workbook materials and some materials used throughout the Food And
Cooking module. This would mean no child’s work and effort throughout the year would be
omitted. Samples of the children’s work are shown in Figure 6.5 and were included in the
final foodbook.
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Figure 6.5 Foodbook entries

The e-version of the book was designed using StoryJumper and was printed in A5 format
(Artefact 3). This was not released into the public domain. A printed book was sent to the
children’s homes through the school office along with a letter of thanks from the researcher
and a personalised Certificate (Appendix T). The school was also provided with hard copies
of the foodbook.

6.7 Part 2 The collaborative enquiry process in relation to roles and processes
There were several levels of collaboration within the project from micro to macro level.
Relationships were developed within the different systems, the Gaelscoil, the third level
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university (TU Dublin) the local community, the funders and the research community. These
are illustrated in Figure 6.6 below.

Figure 6.6 The collaborative enquiry system

The collaborative enquiry system as it worked within this project at a micro level could be
divided in two consisting of co-enquirers and collaborators.
1. The co-enquirers are those who were intimately involved in the project and who are
affected by the process and the outcomes.
2. The collaborators who helped to organise and develop the project but who were not
intimately affected by the process or the outcomes.
The table 6.16 identifies the co-enquirers from the collaborators.
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Table 6.16 Co-enquirers and collaborators

a.
b.
c.
d.
e.
f.
g.
h.
i.
j.

Co-enquirers
Researcher
Class teacher
Principal
Vice Principal
School pupils
Board of Management
Parents’ Council
Teaching community in the school
TU Dublin staff actively involved
PhD Supervisors

Collaborators
a. Local businesses
b. Funders – Musgraves MarketPlace and
Acorn Independent Agri-Merchants
c. TU Dublin Oifig na Gaeilge
d. School cleaning/maintenance staff

6.7.1 The co-enquirers roles
a. The researcher
In a traditional sense ‘roles’ within a collaborative enquiry shift and change over time.
However, it is important to state that everyone had a place within the enquiry. As one of
primary initiators of the research project, in conjunction with the co-enquirers the
researcher’s role was ever evolving from organising, facilitating, teaching, negotiating,
planning, developing, creating and operating the smooth running of the project.
Recognition of the researcher’s role as co-enquirer in the co-construction of knowledge
with the class teacher and the pupils along with having a relational and interactive role in
the process was important as an outsider in the case study school. Consequently, in terms
of the scale of outsider positionality the researcher was not simply studying what was
happening in the school instead was working in collaboration with the insiders. As is the
case with collaborative enquiry, it can be more ‘risky’ for some than others, especially for
those whose practice you are working within. There is a vulnerability to being raw, open
and honest in exposing your practices, however, it is inherent in the process of building
trust, sharing ideas, revealing values and beliefs; all of which are required to move forward,
learn and improve. The researcher’s role was very much a relational one within the school
but also outside of it. It was the researchers’ responsibility to build relationships with
suitable co-enquirers and collaborators so that we could create differentiated learning
experiences and resources for the school. Within all relationships developed throughout
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the pilot process, the co-enquirers and the collaborators alike were equal partners. By being
in the school, observing how the school operated and, engaging in discussions, meetings
and evaluations, the researcher was able to get closer to the everyday life within the school.
Finally, as the author of this research, it was also my responsibility to co-construct the
meaning of this research and to attribute value to its elements, mindful of my own
assumptions and biases, and communicate it in a valid and reliable manner.
b. The class teacher
The class teacher was instrumental in the collaborative enquiry process. In their capacity as
an insider, the class teacher was acutely familiar with the school climate and more
importantly the classroom culture. The class teacher had taught the same children the
previous school year and so had strong bonds with the class. From the first meetings in the
school to the very end of the collaborative enquiry and the production of the Pedagogical
Guide, the class teacher was invaluable. In particular was their openness, innovativeness,
trust and willingness to try new pedagogical practices. They could be described as a guide,
mentor, teacher, learner, creator, evaluator, negotiator and facilitator as part of the overall
process. Without the class teacher’s professional classroom skills, knowledge of the
curriculum, teaching practices and familiar knowledge of each child, it would have been
extremely challenging to negotiate the classroom environment as an outsider. In terms of
classroom management, which was vital for the effective running of the food and cooking
module, the class teacher experience was essential. Additionally the class teacher is a native
Irish speaker and could assist the researcher in that regard.
c. The school Principal
The school Principal was a key co-enquirer. As the ‘gatekeeper’ to the school, the Principal
was vital in providing insightful and necessary context about the school, its community and
its surroundings. Therefore, the trusting relationship forged between the researcher and
the Principal was critical to the research. As a DEIS school operating in the north inner city,
the school the school Principal understood the local environment, the rules and
expectations of the DES, had extensive knowledge of the primary curriculum, the
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Inspectorate, and the school and classroom climate. The Principal was able to access and
negotiate with the Board of Management and the school teacher as well as the school meal
suppliers. They were influential in every aspect of the research project from access to
planning and evaluation.
d. The Vice Principal
In a similar role to the Principal the Vice Principal was also a ‘gatekeeper’. The Vice Principal
was also the longest standing staff member in the school and so had extensive knowledge
of the school, its evolution in terms of management, the curriculum and children’s
capabilities and interests. The Vice Principal had organised an after-school cookery class
that had not attracted great interest from the pupils for a range of reasons. Therefore, they
were keen to find a different model.
e. The pupils
The research took place in the DEIS primary Gaelscoil in one mixed class of fourth, fifth and
sixth class pupils. It goes without saying that the children played the most important role of
all. As identified in Chapter 4 the collaborative enquiry methodology used during this
research project is a conventional type of research used among teams of teachers in schools
related to improvements in the curriculum and learning through an iterative process of
defined cycles. Although the children did not initiate the research or help to develop overall
lesson plans, they were invited to participate and actively agreed to take part in the
curriculum module. The integrated Food Edu-Care curriculum module involved using
constructivist teaching and learning methodologies. Therefore, they were involved in coenquiry and the co-construction of knowledge during the classes each day, through cooking
and baking, making up their own recipes, deciding on ingredients used, and participating in
class discussions, group work, reflecting on the lessons, filling in their activity books and
creating a foodbook at the end of the year. During the course of the enquiry the children
were teachers, learners, creators, scientists, cooks, bakers, and most of all, they were a
source of inspiration. The most important relationships built over the course of the
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research was with the children. They were open and honest with their thoughts and with
their words. Together we built a relationship of trust, honesty and respect in the classroom.
f. The Board of Management
The Board of Management were instrumental in the research. They allowed access to the
school and approved the proposal developed. The Board of Management with the school
Principal organised the funding for the Hot Lunch Experience. This was completely out of
the researcher’s hands and at the discretion of the school.
g. The Parents’ Council
The Parents’ Council was the other primary initiator in the pilot project, as already stated.
Although the parents/guardians were not directly involved in the project, their consent for
their children to participate in the pilot was important. Their initial interest in the possibility
of such a project shows their innovativeness and desire to extend the learning opportunities
for all children in the school and their genuine interest in the school community.
h. The teaching community in the school
Once the pilot food and cooking module was approved and the collaborative project was
underway, the researcher was introduced to the teaching community in the school.
Relationships were built over time and the entire staff contributed to the project in different
and meaningful ways. Although the Special Needs Assistants (SNAs) and other classroom
teachers were not directly involved in the pilot food and cooking lessons with the particular
class, they became more involved once we started the Hot Lunch Experience. On particular
school trips other members of staff accompanied the researcher and class teacher to help
with the children. Once the Hot Lunch Experience was underway, it was all-hands-on-deck
and all school staff facilitated, as well as enjoyed, the lunch.
i.

TU Dublin and staff

TU Dublin was engaged in the enquiry process from the outset: the initial enquiry was
received by TU Dublin and the researcher is a PhD candidate in the School. Given its history
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in the development of the Culinary Arts, the School of Culinary Arts was a good fit for the
pilot. The role of the University was instrumental, in the first instance the funding for the
research was provided by Musgraves MarketPlace and was awarded to researcher through
TU Dublin. This was essential to move the research project forward. Secondly, through the
Head of School, the researcher was able to access the universities professional kitchens,
bakery and restaurant to organise school trips with the children. TU Dublin’s geographic
closeness to the school it made easier to create opportunities for the school to explore. The
University also donated culinary equipment and facilitated the cooking and holding of food
for the Hot Lunch Experience in Block 2.
Visits to explore new learning opportunities in the university were created between the
researcher, the chef lecturers and restaurant lecturers in TU Dublin. They provided culinary
specific expertise, as well as access to a stimulating and rich environment for the children.
j.

Role of the supervisors

As a novice researcher with a research project that moved between three different research
fields namely, food, education and care, two of which were relatively new to the researcher,
how this was negotiated was facilitated by the expert professional opinions and advice of
the researcher’s PhD supervisors. Most important was their guidance on the researcher’s
role not only as a research student but also as a privileged invitee into the world of the
school and the children.
6.7.2 The collaborators’ roles
a. Role of the local business (the organic gardens and the butchers)
In preparation for the start of the food and cooking module in the school, the researcher
developed a number of different resources to compliment the lesson plans. The researcher
contacted a local organic garden in my area to make a short video of the polytunnels to
show the children food ‘growing’. As an inner-city school with limited access to green spaces
or farms, this allowed the children access the ‘grower’ and the produce. The researcher also
decided to contact a Dublin city centre local butcher in Moore Street to make another video
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to show children the different types of meat available to buy. The videos provided extra
stimulating material for the lessons.
b. Role of the funders - Musgraves MarketPlace and Acorn Independent AgriMerchants
The main funders of the PhD research project were Musgraves MarketPlace. They provided
the financial support to allow the research to take place. For clarity, there was no conflict
of interest to declare in the study and the funders did not place any conditions on the
funding for this PhD project. Acorn Independent Agri-Merchants provided materials and
resources to the children such as chefs’ hats, aprons, and the funding to publish their school
foodbook. Anonymous donations of kitchen equipment, camera, tripod and laptop – all to
be retained in the school.
c. TU Dublin Oifig na Gaeilge
TU Dublin Oifig na Gaeilge provided professional translations and editing services to help
with the development of Irish resources for the Gaelscoil. They also assisted the researcher
in securing a place in the Gaeltacht for a week-long Irish course, as well as extra Irish classes
in TU Dublin.
d. School and University cleaning/maintenance staff/ kitchen assistants
The school and university staff were vital to the smooth running of the Hot Lunch
Experience in particular. The Hot Lunch was served in the main ‘halla’ in the school and this
room is used for multiple reasons each day, sometimes play, arts and crafts and therapies
at times. The staff in the case study school ensured the floors were clear and clean in the
halla prior to the lunch and this was important, as the researcher was not available full-time
in the school.

6.8 Part 3 Process for on-going recording of critical reflections and iterative
evaluation data
Case study research by its nature is multi-faceted and uses multiple sources of data
gathering from observations and interviews to documents and audio-visual sources
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(Creswell, 1998). Yin (2003) recommends six significant sources: documentation, archival
records, interviews, direct observations, participant observation and physical artefacts.
Since the food and cooking module was implemented and evaluated collaboratively, several
methods were used to record and collect data as illustrated in Figure 6.7 below:

11. Hot Lunch
Experience
weekly
evaluations

1. Planned
collaborative
Meetings

2.
Collaborative
weekly
evaluation

3. Own
Journal of
Weekly
Reflections

10. Care box
information

Data
Sources for
Evaluation

9. Food
Produced

4.
Collaborative
end of block
evaluations

8. Pupils'
weekly
reflections

5. Evaluations
with TU
Dublin staff

6. Pupils'
evaluations

7. Activity
WorkBook
materials

(KWL)

Figure 6.7 Data sources for evaluation

1. Planned Meetings
The collaborative enquiry process involved several meetings and discussions between the
collaborative partners (in the case study school, with the lecturers in TU Dublin and the local
supermarket) before and during the pilot project. As a collaborative enquiry, the evaluation
takes account of the context and inputs required, therefore, the meetings and the plans
that originated from those meetings formed part of the evaluative process.
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2. Collaborative weekly evaluation
This weekly collaborative recording of data occurred between the researcher and the class
teacher at the end of the school day on the day of each food and cooking lesson. There was
a commitment on the part of the teacher and the researcher not to delay this in case we
forgot or lost valuable pieces of information. This recording of data is not unfamiliar to the
professional class teacher in that they use this system as part of their own self-evaluation
classroom practices. Formative classroom evaluation recording sheets were drawn up by
the researcher for the purposes of the research project and included recording information
about certain elements of the lesson for example:





The learning environment
The lesson plans
Time management
Planning issues.

Below (Figure 6.8) are samples of the weekly evaluations. The complete collaborative
weekly evaluation form used can be found in Appendix U.
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Figure 6.8 Weekly evaluations

3. Weekly Reflections
Each week, once the collaborative weekly evaluations were complete, the researcher kept
a reflective journal to note down observations from the day (Figure 6.9). The reflections
were written on the train journey home after the lesson to ensure that important issues
were captured. Reflective ‘notes to self’ helped to plan and organise for the next lesson, but
more importantly helped to critically reflect on what happened during the food and cooking
lessons in terms of teaching and learning practice, and the children’s attitudes and
behaviours.

Figure 6.9 Weekly reflections
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4. Collaborative end-of-block evaluations
At the end of each block of eight lessons the class teacher and the researcher completed
collaborative evaluations (Figure 6.10). They were similar to the weekly evaluations but
gave a more ‘bird’s eye’ view of what happened during entire block. They recorded
reflective insights about:


What went well and less well



Preparation and planning



Time management



The learning environment and curriculum



Participation and social development.

Below are samples of from the end of block evaluations. The complete evaluation form used
can be found in Appendix V.
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Figure 6.10 End of block evaluations

5. Evaluations with TU Dublin staff
As the collaborative process involved chef and restaurant lecturers in TU Dublin those
involved in each specific event collaboratively evaluated each lesson with the researcher
afterwards (Figure 6.11). These evaluations were similar to earlier ones above. The
complete evaluation form used can be found in Appendix W.
During the trips outside the school, instead of evaluating the lesson, the class teacher
and/or principal who was also present contributed to the evaluations in an observational
way. A sample of the these evaluations appear below. The complete observational
evaluation form used can be found in Appendix X.
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Figure 6.11 TU Dublin staff evaluations

6. Pupils’ Evaluations
As part of the collaborative enquiry research methodology the children were not involved
in the development of the overall lesson plans however, as a way of discovering what the
children were interested in learning about when it came to the school trips the children
filled out ‘Know’, ‘Want to Know’ and ‘Learn’ (KWL) grids (Figure 6.12). There was a
conscious decision made not to ‘test’ the children’s learning at the end of every lesson.
Instead, the children used their KWL grids to reflect on the lessons before and after,
discussed in Chapter 7. Below is a sample of the KWL grids, the forms used can be found in
Appendix Y along with the children’s reflections on their learning.

Figure 6.12 Pupils’ KWL grids
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At the end of Block 1 the children gave feedback on the food and cooking lessons. Below is
a sample and the complete form can be found in Appendix Z. A set of bar charts
representing the overall results is discussed in Chapter 7.

Figure 6.13 Pupils’feedback

One final aspect of Block 1 was a Kahoot! quiz put together by the researcher as a different
element at the end of Block 1 (Figure 6.14). Kahoot! is a free game-based learning platform.
The quiz was less about finding out what the children had learned as opposed to what they
knew before starting the food and cooking lessons as there was no test of food knowledge
prior to the start of the module. We made use of some tablets that were available in the
school and the children played in teams. The quiz was a fun team event to finish off Block 1
before Christmas. At the end of the quiz all the children were given small Christmas gifts as
a thanks for taking part.
Below are samples of the questions and replies from the children. A bar chart representing
the overall results are presented in Appendix Z1.
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Figure 6.14 Kahoot! Quiz

7. Activity WorkBook Materials
The children had their own individual activity workbooks for Block 1 and Block 2 of the food
and cooking module (Figure 6.15). They were designed to logically follow each lesson and
were used throughout. Materials from the activity workbooks were used to produce the
children’s Foodbook that will be discussed later. Below are a few samples from the activity
workbooks. Both activity workbooks can be found in Appendix (O and P).
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Figure 6.15 Activity workbook materials

8. Pupil’s Weekly Reflections
Within the children’s activity workbooks there was a section at the end of each lesson
named Prepare, Care, Share where the children had an opportunity to reflect on the food
and cooking lesson (Figure 6.16). A snapshot of the children’s reflections are shown below,
an overall representation of the children’s reflections including some of their art can be
found in Appendix A1.

Figure 6.16 Pupils’ weekly reflections
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9. Records and images from food produced
During the food and cooking lessons the children spent the majority of their time in activitybased learning, preparing, cooking and baking various dishes. Some of the time they used
recipes and other times they used their imagination and choose what to make themselves
based on lesson themes, for example a fruit-based dish, a milk-based drink or a sandwich.
Over the course of the sixteen lessons, we could see their skills became more accomplished.
They produced more complex and challenging dishes over time and in the final weeks
prepared breakfast, lunch, and dinner and dessert options. Below are a small sample of
their dishes over time (Images 6.11-6.14).
Block 1 - Week 1: All about Fruits

Images 6.11 All about fruits

Block 2 - Week 5: Breakfast and Lunch using ‘leftover food’

Images 6.12 Breakfast and lunch
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Block 1 - Week 2: All about Vegetables

Images 6.13 All about vegetables

Block 2 - Week 6: Dinner and dessert using ‘leftover food’

Images 6.14 Dinner and dessert

10. Care box information
In the lead up to the visit to the TU Dublin restaurant, we made a ‘food and care’ box for
the school classroom. The idea behind this was to encourage the children to think about
how they used food to care for themselves, others and the environment through food. We
then incorporated the contents into the restaurant event. The trip was planned for
Valentine’s week and so it fitted well into the overall theme. The children wrote anonymous
notes and at the end of the meal, typified by the example below (Images 6.15). Appendix
B1 contains the details of the notes the children wrote.
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Images 6.15 Care box and restaurant experience

11. Hot Lunch Experience Weekly Evaluations
The researcher, the Principal and the children completed evaluations throughout the Hot
Lunch Experience. Following each hot lunch experience, the school Principal and the
researcher completed an evaluation which included a social skills rubrics (Figure 6.17). A
copy of the evaluation sheet and rubrics can be found in Appendix C1. A set of bar charts
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representing the overall rubrics evaluation results are presented in Appendix D1.

Figure 6.17 Hot lunch experience weekly evaluations

The children also voted on the Hot Lunch food after each lunch. At the mid-way point the
children voted on the overall Hot Lunch Experience. The result of the votes are discussed
later in Chapter 7.

6.9 Part 4: How the national curriculum for 4th class was integrated into the
Food Edu-Care curriculum module
The curriculum areas integrated into the integrated Food Edu-Care curriculum module
included Mathematics, Science, Geography, History, Social, Personal and Health Education
(SPHE), Language, Visual Arts. Table 6.17 that follows illustrates how this was achieved in
the kitchen environment.
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Table 6.17 Integrated Food Edu-Care curriculum module
Subject

4TH

Strand

Number
Primary
Curriculum
Mathematics
Shape
and Space
Measures

Strand Unit

Learning Outcomes

Integrated Food Edu-Care curriculum module outcomes

Fractions

Solve and complete practical tasks and
problems involving fractions.

Know how to prepare fruits and vegetables in different ways such as
chopping, slicing and dicing. Use the preparation to demonstrate
fractions for example, ½, and ¾, of a piece of fruit or vegetable. Use
the measuring spoons to extend the learning.

3-D shapes

Construct 3-D shapes from 2-D shapes

Weights
Capacity
Money
Length

Estimate, compare, measure and record
the weight of a variety of objects using
appropriate measurements (kg, g) and
selecting suitable instruments of
measurement.
Estimate, compare, measure and record
capacity using appropriate metric units (l,
ml) and selecting suitable instruments of
measurement.
Solve and complete practical one step and
two step problems and tasks involving the
addition, subtraction, multiplication and
simple division of money.
Estimate, compare, measure and record
lengths of a wide variety of objects, using
appropriate metric measurements, and
selecting suitable instruments of
measurement.

Construct a 3-D food pyramid from a 2-D shape when learning about
the Food Pyramid. Construct a 2-D/3-D fridge.
Know how foods are weighed and measured.
Understand how dry and wet foods/liquids are measured using
grams and kilograms. Understand how liquids are measured using
millilitres, litres.
Be able to weigh out dry ingredients for common cooking recipes. Be
able to use a mechanical and an electronic weighing scales. Be able
to use a measuring jug and other kitchen utensils.
Be able to make a selection of baked recipes.
Know the everyday costs of common fruits and vegetables. The
monetary value of buying a food, bulk food, frozen food, fresh food.
Know that cost of food waste (monetary and environmental).
Measure and record growth and changes in the Carrot Top
Experiment.
Understand the fat content in different milks, whole milk, low fat,
skimmed (looking at the fat percentages) cream and butter.
Understand how we learn about the food we eat; using the food
label and what information is on a food label, what calories and
portions are?
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Social, Environmental and Scientific Education (SESE) Science
Class

Subject

Strand

Strand
Unit

Learning Outcome

Integrated Food Edu-Care curriculum module outcomes

4TH

Living
Primary
Curriculum Things
Science

Human
Life

Develop an awareness of the importance of
food and energy for growth.

Plant and
animal
life

Investigate the factors that affect plant growth.
Discuss simple food chains.

Understand the nutritional value of everyday fruits, vegetables,
meat, fish, eggs, dairy, peas, beans, rice and bread and how they
contribute to a healthy body.
Know the importance of a healthy lunch in school and planning
weekly meals.
Be able to plan and prepare simple fresh fruit dessert-snacks
suitable for school lunches.
Be able to prepare a lunchtime snack using a variety of vegetables.
Understand what calories and portions are.
Understand the importance of water in daily diet (creating waterbased drinks).
Conduct the Carrot Top and Sleeping Seeds experiments to illustrate
the natural life cycle and plant growth.
Know about the food pyramid
Know how plant and animal life contribute to our diet.

Heat
Light

Learn that heat can be transferred, recognise
that temperature is a measurement of how hot
something is, measure changes in temperature
using a thermometer.
Learn that light is a form of energy and
recognise that the sun gives us heat and light,
without which people and animals could not
survive.

Energy
and
Forces
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Be able to use a thermometer and use the oven to set temperature.
Use the thermometer to check temperatures of water and cooked
muffins.
Using the Carrot Top and Sleeping Seeds Experiments to
demonstrate the effects of light and heat from the sun on growth
(The experiments show how you can grow plants from plant parts,
help to develop a sense of responsibility and care for the
environment, develop observational skills, understand the natural
cycle of life and investigate the factors that affect plant life).

Class

Subject

Strand

4TH

Science Materials

Environmental
Awareness
and Care

Strand Unit

Learning Outcome

Integrated Food Edu-Care curriculum module outcomes

Materials and
change

Explore the effect of heating and cooling on a
range of liquids, solids and gases.
Investigate how materials may be changed by
mixing.
Examine the changes that take place in materials
when physical forces are applied.
Explore some simple ways in which materials
may be separated.

Know the different methods of cooking (boiling, roasting,
steaming, baking, and frying).
Know about the different cooking methods for eggs boil, fry,
poach and scramble eggs.
Whip egg whites for meringues.
Separate whites from yokes.
Baking batters, making butter and whipped cream.
Conduct Bouncy Egg experiment (effect of acids)
Magic Cream Experiment (changing cream into whipped
cream and butter).

Environmental
Awareness

Come to appreciate the need to conserve
resources

Know what food waste is and how it can happen in everyday
life.
Know the key areas where we can avoid food waste from
occurring.
Know that cost of food waste (monetary and environmental).
Understand the ways we can reduce our food waste.
Understand how food preservation can help to make our
foods last longer.
Be able to make meals from ‘leftover’ foods.
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Social, Environmental and Scientific Education (SESE) Geography and History
Class

Subject

Strand

4TH

Human
Primary
Curriculum Environments
Geography

Continuity and
Primary
Curriculum Change over
Time
History

Strand Unit

Learning Outcome

Integrated Food Edu-Care curriculum module outcomes

People and
Other Lands

Study some aspects of the
environments and lives of people in
one location in Europe and in one
location in another part of the world
(location of these areas, food and
farming)

Learn about different cultures through the foods we eat. For
example, learn about different types of breads. Be able to
recognise the breads and match them to their country of
origin on a map of the world.

County,
Regional and
National
Centres

Develop some knowledge of the
relative location of the county and
neighbouring counties.
Become familiar with the location and
names of a few of the larger towns and
cities in the region and in Ireland

Be able to identify the different counties in Ireland. Learn
about agri-food industry in particular dairy industry in Ireland.
Be able to recognise and identify the counties of Ireland that
produce the most milk on map of Ireland.
Become familiar with local area through trips and visit (local
college, supermarket)

Food and
Farming

Study aspects of social, artistic,
technological and scientific
developments over long periods

Understand about dairy farming in Ireland and its history
(changes in technology from hand milking to machines).
Know what farming was like in the 1950’s.
Understand how food preservation can help to make our
foods last longer and has been used since ancient time.
Understand the different preservation methods (drying,
smoking, salting, pickling, freezing)
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Social, Personal, and Health Education (SPHE)
Class

Subject

Strand

4TH

Myself
Primary
Curriculum
SPHE

Strand
Unit

Learning Outcome

Integrated Food Edu-Care curriculum module outcomes

Taking
care of my
body

Differentiate between a healthy and an
unhealthy diet and appreciate the role of
balance and moderation.
Recognise the wide choice of food
available and categorise food into the four
main food groups and their place on the
pyramid
Examine the dietary needs of his/her own
age group and other groups in society
Explore some factors that influence the
consumption of different food products
Discuss and examine the importance of
proper food hygiene

Self Identity

Express personal opinions, feeling,
thoughts, and ideas with growing
confidence, become increasingly
responsible and autonomous.
Realise that each person has a unique
contribution to make to various groups,
situations and friendship
Identify personal preferences, dreams for
the future, and hopes
Enhance his/her own learning

Understand basic nutritional information calories, energy, fats,
carbohydrates, protein
Know the appearance, shape and origin of common fruits,
vegetables, meat, fish, eggs and bread.
Know the importance of breakfast and the difference between
wholegrain and high sugar breakfast cereals sold in
supermarkets.
Know the importance of a healthy lunch in school and planning
weekly meals.
Understand how we learn about the food we eat
Learn how to read food labels and what information is on a food
label, what calories and portions are?
Food Pyramid, food groups
Food hygiene kitchen rules
Be able to discuss and express their preferences, opinions and
attitudes throughout the course of the lessons.
Be able work in mixed groups to promote different learning
situations and experiences
Become responsible for a certain job within a group when
cooking together.
Use external trips and visits to provide opportunities to expand
interests, personal dreams and hopes for future
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Class

Subject

Strand

Strand
Unit

Learning Outcome

Integrated Food Edu-Care curriculum module outcomes

4TH

SPHE
continued

Myself and
Others

Relating to
Others

Listen carefully and reflectively to others
Use languages , gestures, and other
appropriate behaviour to perform social
functions
Give and receive compliments and
constructive criticism in different situations

Be able to share with the class what they made; this is a time
to listen and to be heard.
Visits outside the school and during the hot lunch provide
opportunities to express social skills appropriate to the
location.
Be able to enjoy mealtimes while showing manners, care,
kindness and respect to their classmates and restaurant staff.

Myself and the
Wider World

Developing
citizenship

Discuss and explore the concepts of sharing
and co-operating and the ways in which
they can be put into practice in an effective
manner.
Be aware of the importance of mutual
respect and sensitivity to the different
values and attitudes held by others
Discuss and examine the importance of
adhering to the school code of behaviour
and discipline
Develop and practise leadership roles and
learn to work together in different group
situations

Be able to prepare and share food with other children.
Understand how to make others feel respected and cared
when eating together.
Understand the importance of and have respect for the
kitchen rules
Be able to work in teams in the kitchen to create recipes and
dishes
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Language
Class

Subject

Strand

4TH

Oral
Primary
Curriculum
Language

Strand Unit

Learning Outcome

Integrated Food Edu-Care curriculum module outcomes

Communicating

Recognise themselves as listeners and
speakers, engaging purposefully and
empathetically with others.
Actively listen and extract meaning and
enjoyment from conversations and texts in
a range of genres and where possible, in
various languages.
Use language flexibly and with empathy
while initiating, sustaining and engaging in
conversations on personal and curriculumbased topics
Engage in talk about books
Select and apply a variety of strategies to
acquire a wide range of words and phrases
from different sources such as literature,
subject-specific texts and other languages.

Understand the different culinary terms and be able to use
them when working in the kitchen.
Discuss their food preferences and give reasons for these. Be
able to describe what they have made in class and listen to
others as they share their recipes and opinions. Discuss
different careers in the culinary world.
Make predictions about how a recipe/experiment will
taste/turn out.

Express personal needs, opinions and
preferences, explaining and justifying their
perspective.

Be able to talk about likes and dislikes. Explain different diets
for example vegetarian.

Understanding

Exploring and
Using
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Know what a recipe is, how to read a recipe, and, know the
common symbols used in recipes.

Class

Subject

Strand

Strand Unit

Learning Outcome

Integrated Food Edu-Care curriculum module outcomes

4TH

Language

Reading

Communicating

Choose, read and critically respond to texts in a
range of genres and languages across the
curriculum for pleasure, interest and specific
purposes.
Acquire deep and broad vocabulary knowledge to
facilitate independent comprehension of texts, to
include subject-specific texts.

Be able to read and recognise recipe books, explain how
recipes are written and what you expect to find in recipe
books.

Exploring and
Using

Identify and discuss features of texts which convey a
particular purpose, genre, or voice and infer
meanings which are not explicitly stated.

Be able to identify and discuss different elements in a
recipe or food experiment.
Be able to make connections between recipes

Communicating

Use writing as a tool to clarify and structure thought
and to express individuality.

Understanding

Examine, select and justify appropriate vocabulary
to create text across a range of genres and other
languages where appropriate for a variety of
purposes and audiences.
Create text for a wide variety of authentic purposes,
demonstrating an increasing understanding of the
influence of the audience on their work.

Be able to write simple recipes for
dinner/lunch/dessert/milkshakes/sandwiches. Use own
knowledge of food and ingredients to create inventive
recipe names. Express likes and dislikes.
Understand the use of culinary terms/processes such as
for example, boil, bake, roast/whip, mix/sieve and use
them appropriately in a recipe.

Understanding

Writing

Exploring and
Using
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Know the different cooking methods and be able identify
them within recipes.
Understand how to read food experiments and the stepby-step process.

Using existing and new food language the children will
be prepared to write their recipes for use in the creation
of, a ‘food book’. Writing recipes requires writing in a
particular sequence for example, Name of Recipe,
Ingredients, Method, Preparation and Cooking Time,
Serving, Garnishing.
A blend of procedural, reflective, persuasive and
explanation writing can be used to design and create the
foodbook of their choice.

Arts –Visual Arts
Class

Subject

Strand

4TH

Drawing
Primary
Curriculum
Visual Arts

Construction

Strand Unit

Learning Outcome

Integrated Food Edu-Care curriculum module outcomes

Making Drawings

Draw from observations

The activity workbooks include space for
drawing/illustrating different foods, for example pasta,
fruit and vegetables.
Drawing the structure of wholegrains and eggs to
reinforce learning and drawing culinary equipment such
as thermometer.

Looking and
Responding

Look at and talk about his/her work and the
work of other children

Discuss/ share and taste the dishes they have made
individually and in groups, describing the process.
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6.10 Chapter Summary
The aim of the narrative chapter was to provide an overview of the various planning and
implementation methods used during the integrated Food Edu-Care curriculum module in
the case study school. The inclusion of accounts of a food and cooking lesson and a hot
lunch experience including photographs was to provide context and to emphasise the
creativity and effort of the participants. Including these descriptive accounts provides a
base for understanding the pupils; school Principal, class teachers and researchers
engagement in the process. A clear explanation of the roles within the collaborative enquiry
provides even more depth to the levels of collaboration from a micro to macro school level.
Understanding what happened and how it was documented provides a base for the analysis
and interpretation of data, which follows in Chapter 7.
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Chapter Seven: Presentation of Outputs of the Case Study Pilot
7.1 Introduction
Chapters six outlined in detail the planning and implementation of the Food and Cooking
Edu-Care module. This chapter deals with two particular aspects of the module: its expected
outputs and its evaluation in relation to the degree of achievement of the original aim and
objectives of the research, which were as follows:
The overall aim was to determine if a specifically tailored Food Edu-Care curriculum module
that is integrated into the curriculum had the capacity to encourage healthy eating patterns
among children, nurture childhood agency around food choices, and increase their cultural
and social capital in spite of socio-economic disadvantage.
The sub-questions within that aim were:
1. Can education around food compliment the core curriculum in primary schools
and nurture edu-care needs?
2. What type of teaching and learning works best to nurture agency around food
choices?
3. Can a food education module help to increase social and cultural capital of
children in DEIS schools?
The outputs from the pilot project were promised as: an integrated food module for primary
school children suitable for 4th to 6th classes; significant increase in food awareness among
participating children; development of basic cookery skills among the children; an online
cookbook in both Irish and English designed by the pupils emphasising cross-curricular
knowledge and skills; a pedagogical guide for teachers in both Irish and English, an initial
plan to provide a warm lunch option for the school; data and evidence to apply to the
Department of Education and Skills (DES) or other funding bodies for funding to provide
warm lunch-time meals.
With regard to those outputs, the first part of the chapter contains selected presentation
and description of the outputs generated from the pilot project in relation to the outputs
expected in the original aim and objectives, and which are included in full as Artefacts with
this thesis document as follows:
Artefact 1: The Food Edu-Care curriculum module integrated into a Pedagogical Guide for
Teachers and collaboratively finalised by the researcher and school.
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Artefact 2: Pupils' Activity Workbook related to learning outcomes for each class session
of the module and which is intended to reinforce learning and to measure knowledge and
understanding.
Artefact 3: An ‘e-Foodbook’ produced as a class project and based on the series of lessons.
Artefact 4: Educational Food Posters and flashcards supporting each class session.
Artefact 5: Educational Videos supporting specific lessons.
The first part also explains why the last output with regard to funding of school meals was
not fully achieved due to the unanticipated COVID-19 lockdown from March onwards in
2020.
The second part of the chapter deals with evaluation of the Module in relation to the overall
aim and objectives of the research, as above. As noted in the Research Design Chapter 4, a
combination of two models of evaluation, the New World Kirkpatrick Learning Evaluation
Model (Kirkpatrick and Kirkpatrick, 2019) and the Stufflebeams CIPP (Context, Input,
Process and Product) Curriculum Evaluation Model (Stufflebeam, 2003) are used, together
with a process of meaning condensation/reduction from close reading of text and visual
data sources.

7.2 Part 1: Outputs generated from the pilot project
As all final ‘outputs’ from the fieldwork are attached as Artefacts, what follows is a brief
description and explanation with selected figures and images.
7.2.1 Artefact 1: The Integrated Food Edu-Care Pedagogical Guide for Teachers
Title, level, format and design
The final version of the Guide was reduced to 106 pages A4-size (50 double-sided) on the
advice of co-inquiring/collaborating teachers. The title indicates that it is suitable for any
primary school, and in particular for GaelScoileanna and urban schools. The title also
indicates that the Guide has an accompanying Pupils’ Activity WorkBook to reinforce
learning immediately, as use for homework, or as a revision exercise book.
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The level is pitched at 4th class curriculum learning expectations with regard to literacy in
both Irish and English, numeracy, cognitive maturity, dexterity and skills acquisition
(Chapter 6). This level was advised by teachers on the basis that it is a curriculum transition
level in primary school and that many of 4th, 5th and 6th classes are combined in a single
room. The level would also reinforce learning for the older pupils and compensate for any
gaps in learning they might have in the more senior years. The image on the cover of the
Guide (Figure 7.1) shows teacher and pupils working collaboratively on a food task, suitably
garbed in chefs’ aprons to indicate the active learning and group-based approach to a food
and cooking module. Minimal text and maximum white background were recommended
for efficiency of copying and re-printing.

Figure 7.1 Pedagogical Guide Cover Page

The format of the Guide was decided following critical review of a range of similar guides
available to Irish primary schools, and following feedback from the school on two draft
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designs. Guides produced by NCCA, Professional Development Services for Teachers (PDST),
INTO, and by commercial and statutory bodies were looked at for optimum good design,
mindful of teachers’ expectations, and also mindful that the resources and skills available
to the case study and it outputs were limited. Particular note was taken of the December
2020 Module Guides for fifth class called Dig-In! produced by Agri-Aware, Department of
Agriculture, Food and the Marine when the final version of the Guide was being decided in
early 2021, acknowledging the very different scales of funding in each case.
This series used a cascade model of difficulty across four modules designed for classes from
infants to 5th and 6th class. Such a cascade model could be developed with regard to the
integrated Food Edu-Care curriculum module as elaborated in the final chapter of this
thesis.
Both the integrated Food Edu-Care curriculum module and the Dig-In! Guides started with
information for teachers on how to use it, how it relates to curriculum areas, and the titles
of each lesson (Figures 7.2, 7.3, 7.4)
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Figure 7.2 Dig-in! Agri-Aware sample page
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Figure 7.3 Integrated Food Edu-Care Pedagogical Guide Introductory Page
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Both guides used efficient graphic design to give an overview of a lesson plan (figures 7.5
and 7.6)

Figure 7.4 Integrated Food Edu-Care Pedagogical Guide integrated curriculum
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Figure 7.5 Integrated Food Edu-Care Pedagogical Guide lesson plan
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Figure 7.6 Dig-in! Agri-Aware Sample Page lesson plan
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Guiding principles explained to teachers
In light of the particular aim of this thesis, and given the purpose of the integrated Food
Edu-Care curriculum module with the collaborating case study school, the Guide was
explicit regarding the key principles underpinning the pedagogical approach and lesson
content (Figure 7.7).

Figure 7.7 Integrated Food Edu-Care Guiding Principles
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A Hot Lunch Experience or Pedagogic Meal
Developing a Hot Lunch Experience is a complimentary component of the integrated Food
Edu-Care curriculum module. The rationale for this element was outlined in Chapter 6
earlier. The Guide provides information on the requirements needed to include a
‘pedagogic meal’ in any primary school, including set-up advice, costs, and possible menus,
as in Figure 7.8 following.

Figure 7.8 Integrated Food Edu-Care Pedagogical Guide Hot Lunch Set-Up
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Practical advice is given to schools, which may not have catering kitchens or dining
hall/canteens, or may not have sufficient equipment, cutlery or crockery (Figures 7.9, 7.10)

Figure 7.9 Integrated Food Edu-Care Pedagogical Guide, Dining Space
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Figure 7.10 Integrated Food Edu-Care Pedagogical Guide Hot Resources

Class project work
The Guide provides templates and ideas about how the children can create their own
foodbook using project-based learning. Creating a foodbook is the final element of the food
and cooking module as it gives the children the opportunity to synthesise the knowledge
already gained and to creatively apply it.
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7.2.2 Artefact 2: Pupils' Activity WorkBook
Each class lesson of the curriculum module is linked to the same lesson in the Pupils’ Activity
Workbook.

Figure 7.11 Integrated Food Edu-Care Pupils’ Activity Workbook

During the pilot Food and Cooking module, two activity workbooks were developed for the
block of lessons. Following evaluation of the pilot, the activity workbook was revised and
reduced to one book to suit the redeveloped lesson plans in the Pedagogical Guide for
Teachers. Shown below is a snapshot of a lesson related to weights, measure and
temperature included in the Pedagogical Guide and its corresponding activity workbook for
the pupils (Figure 7.12).
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Lesson 3: All About Weights, Measures and Temperature
Lesson Plan

Activity WorkBook

Figure 7.12 Integrated Food Edu-Care Pedagogical Lesson Plan and Corresponding Activity Workbook
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In keeping with the rationale and guiding principles, each class was ended by an individual,
structured reflection by the pupils on the activities, food and experience, with particular
emphais on what they liked well or less well, on the process of preparation, the experience
of sharing with others, and if the pupil considered a care dimension in the experience –
essentially building their individual self-efficacy, collective efficacy and sense of belonging
in a systematic way. Figure 7.13. below is the individual refection exercise.

Figure 7.13 Integrated Food Edu-Care Pupils’ Activity Workbook, Prepare, Share, Care
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7.2.3 Artefact 3: An ‘e-Foodbook’
An e-foodbook was produced as a class project based on the series of lessons and external
visits. The rationale for a project-based e-book and the actual process of producing it were
outlined earlier in Chapter 6. Again, an applied and relevant project is integral to the
curriculum for senior classes. Schools in inner-city areas may have fewer opportunities for
‘external’ projects for a range of reasons. In such cases, an exciting and meaningful classbased project is a good substitute, particularly where information technology, media
equipment, design packages and creativity are included. In particular, children between 8
and 12 are intuitively drawn to inter-active design and movie-making such as the StoryJumper package used for this Artefact. The e-book version was also printed in A5 format
(Artefact 3).
The stages of structured brainstorming and project planning can be simplified and adapted
to the age and ability of the class using individual and group worksheets as Figure 7.14
below.
Likewise, the pupils can engage in both individual and collective evaluation of both product
and process using simplified templates such as Figure 7.15.
A selection of self-explanatory figures follow (Figure 7.16 -7.17).
As explained earlier, the food book class project was interrupted by school closure due to
COVID-19 from March to June 2020 and it had to be completed by online collaboration.
Group project work and all the skills acquisition involved, does not lend itself readily to
online collaboration at the best of times. In the context of young, urban children with
limited access to the school’s home learning platforms, to libraries or other resources, the
task is more challenging.
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.
Figure 7.14 Integrated Food Edu-Care Pedagogical Guide, Foodbook Planning Sheet
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Figure 7.15 Integrated Food Edu-Care Pedagogical Guide, Foodbook Self Reflection Project Work
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Figure 7.16 Foodbook Cover and Opening Pages
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Figure 7.17 Foodbook Internal Pages
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7.2.4 Artefact 4: Educational food posters and Flashcards
Sets of educational posters in Irish and ‘flash cards’ in Irish and English were generated for
and to support each class of the pilot module and refined thereafter (Figure 7.18 -7.19).

Figure 7.18 Sample Educational Food Posters

Figure 7.19 Flashcards
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A glossary of food terms is also included in the Pedagogical Guide in English and Irish which
can be enlarged and printed by teachers and used as flashcards as above (Figure 7.20).

Figure 7.20 Glossary of Descriptive Food Vocabulary
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7.2.5 Artefact 5: Educational videos
As described in Chapter 6, informational and instructional videos were produced to support
particular lessons, particularly in relation to topics mostly beyond the experience of the
class cohort, such as pollination and greenhouse fruit production, craft butcher meats such
as rabbit, tongue and tripe. How-to videos were also produced to demonstrate cooking
procedures which were outside the scope of the class-based module, such as four ways to
cook eggs, or production of oat milk (Images 7.1). Any primary school could produce similar,
sustainable video lessons at relatively little cost and at any time of year, particularly if they
are localised to the specific class context. The videos are available to view on a USB key
attached to this thesis.

Images 7.1 Educational Videos
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7.3 Part 2: Evaluation of the pilot food and cooking module
As stated at the start of this chapter, the evaluation exercise was conducted to determine
if the research answered the questions posed and the extent to which the aims and
objectives were met. At the outset of the evaluation, it is essential to explain why
expectations from the final element of the research were not met, and why the expected
data set is incomplete.
7.3.1 Unmet expectations and incomplete data set
The data set in this case study refers to all the data collected throughout the timescale of
the integrated Food Edu-Care curriculum module fieldwork (Figure 7.21) with the school
from September 2019 to March 2021. It includes the initial preparatory stage from January
2019 to September 2019, up to approval of the final version of the Pedagogical Guide in
March 2021. However, it is conceded that the data set is incomplete on account of school
closures during the COVID-19 lockdown from 15 March 2020 to June 2020 (Figure 7.22) Due
to that lockdown, it was not possible to complete the planned schedule of work with the
school, or to conduct face-to-face terminal evaluations with the teachers, pupils, Parents’
Council, Board of Management, TU Dublin collaborators, or funders. Nor was it possible to
hold the planned celebratory event to mark the completion of the class project food book.
The data set is additionally incomplete since it was not possible to conduct any form of
terminal assessment to measure improvements in literacy, languages and mathematics as
a result of the intervention. However, it is reasonable to claim that the data collected preCOVID-19 were thick in terms of volume and scope, and rich in terms of its being multilayered, multi-nuanced and drawn from multiple sources and perspectives. It is also
reasonable to claim that data collected pre-COVID-19 was at saturation point in terms of
possible data sources, but that the data are relatively thin in the lockdown and subsequent
phase.
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Figure 7.21 Fieldwork timeline (in the school)

Figure 7.22 COVID-19 intervened in the Fieldwork

7.3.2 Sources of data used in this evaluation
Sources of data used for evaluation purposes in this chapter are essentially qualitative and
predominantly paper-based. As the research approach was collaborative inquiry, many
documents were generated collectively among the range of co-enquirers and collaborators.
All raw data are available for further analysis if required. Only essential documents are
included as Appendices. Photographic records generated are extensive and are also
available if required within the parameters of confidentiality agreed with the school and the
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TU Dublin Ethics Committee. No audio or video recordings were used for evaluation
purposes, nor were there formal interviews or focus groups used as envisaged for the final
evaluation. Data sources actually drawn upon for this evaluation are from the following
eleven categories:
1. 835 minutes/records of planning meetings
2. 16 collaborative weekly evaluations by the class teacher and researcher
3. 180 weekly reflections by class pupils
4. 2 collaborative end of block evaluations by class teacher and the researcher plus 2
end of block evaluations by the principal
5. 3 collaborative evaluations with TU Dublin staff. One with the chef lecturer for the
fish demonstration, one with the bakery lecturer and the one with the restaurant
lecturer.
6. 45 Children’s Evaluation (KWL)
7. 16 Activity workbook materials – assessment of learning
8. Over 1,000 images taken during the food and cooking lessons in the school, during
the study visits to TU Dublin and of the food produced.
9. 26 entries into the Food and Care box
10. 5 collaborative weekly evaluations of the Hot lunch experience by the researcher
and principal.
11. 23 reflective journal entries.
7.3.3 Process of data sorting and organisation for evaluation purposes
Documents and images were systematically organised under the eleven headings above.
Close reading of each was conducted twice, systematically noting key points that recurred
across categories, the data was then used in two ways: Firstly, to evaluate the outcomes in
relation to a combined Kirkpatrick- Stufflebeam model, as explained in Chapter 4 earlier.
Secondly, to further evaluate the data, Kvale’s process of meaning condensation
(Brinkmann and Kvale, 2015) was used to arrive at the most essential elements from the
fieldwork to estimate if the aim and objectives had been met, and in terms of implications
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for future pedagogies and for future policy change in relation to those research aims and
objectives.
7.3.4 Applying a combined Kirkpatrick and Stufflebeam evaluation model
The evaluation plan, as described in Chapter 4, was to apply the combined and adapted
evaluation model of The New World Kirkpatrick Model of Evaluation and Stufflebeam’s
Curriculum Evaluation Model: Context, Input, Process and Product (CIIP).

Figure 7.23 Stufflebeam’s CIPP model and The New World Kirkpatrick Model side by side

Figure 7.23 shows the two original models side by side before integration. Chapter 4
illustrated the process of integration. The adapted/combined model used for the evaluation
process in this thesis is illustrated in Figure 7.24. As explained in Chapter 4 the primary
reason for this integration was to facilitate the ‘context’ and also the ‘inputs’ (resources
required to meet the needs of the module) and ‘processes’ (the implementation of the
module) of the collaborative enquiry. Combining the CIPP system- based evaluation model
with the more goal-based model of the New World Kirkpatrick Model allowed for a more
detailed investigation of the pilot food and cooking module experience. The complexity of
the final combined/adapted evaluation model as it unfolded in reality is illustrated in Figure
7.24 below and explained in detail thereafter.
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Figure 7.24 The final combined Kirkpatrick- Stufflebeam Evaluation Model
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7.4 Using the Combined Evaluation Model
The final combined model used to evaluate the project in Table 7.1 is colour-coded and
numbered to clarify how different levels of evaluation occurred before, during, and after
the pilot project.
Table 7.1 Stages of evaluation

Colour Code

Stage of Evaluation
Stage 1: Core values, context and inputs
Stage 2: The Process: what happened during the pilot
Stage 3: The Product: gathering results from the process
Stage 4: The Results: essential themes are put together and
subjected to theoretical analysis
This broken red line symbolises interconnected links in the
evaluation models

Stage 1: Core values, context and inputs
Stage 1 of evaluation occurred before and during the early stages of the pilot food and
cooking module. The micro-environment of the school and its core values (educational
needs of the school) as well as inputs (resources required to meet the needs of the module)
were both detailed as part of collaborative discussion detailed in Chapter 6.
The remainder of this chapter pertains to stages 2 and 3 of the evaluation process in
particular.
Stage 2
Stage 2: The Process
As illustrated in Figure 7.24 stage 2 and stage 3 are interconnected. The process for ongoing recording of critical reflections and iterative evaluation data has already been
described in Chapter 6. This included what happened in the classroom, the process, but also
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the learning, reactions and behaviours associated with Stage 3. Stage 3 of the evaluation
takes the evaluation of these elements a step further.
Stage 3: The Product
Stage 3 is divided into two parts. Part 1 details the organisation and categorisation of the
data and Part 2 refers to further analyses using Kvale’s method of ‘meaning condensation’.
7.4.1 Part 1 Organisation and categorisation of the data
Table 7.2 below outlines gathering and organising of the data with respect to the different
categories as identified in the combined evaluation model. Each category and set of
keywords relate not only to the combined model (in particular elements of the New World
Kirkpatrick Model) but also through the needs identified between the collaborative partners
as outlined in Chapter 6 in particular, as follows:


Enhancing the core curriculum



Seamless learning



Desire for a hot meal alternative



Positive reinforcement and caring through food



Engaging the children practically and experimentation

Table 7.2 Categories of evaluation

Categories of
evaluation

Keywords

Reactions

Children’s engagement, satisfaction and food reactions

Learning

Knowledge, skills, commitment, confidence, attitude, autonomy

Behaviour

Classroom relationships, care, self-efficacy, cooperation,
participation and social development, autonomy, collaboration

The Process

Curriculum integration, teaching and learning approaches, resources
and physical environment

7.4.2 Part 2 Meaning condensation/reduction and core themes
Meaning condensation/reduction is used to analyse extensive and complex data by
exploring natural meaning units (Brinkmann and Kvale, 2015). In collaborative inquiry it is
normal that most qualitative data captured in documents and images are arrived at
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collectively and from multiple sources, and that meaning is attributed collectively, with the
researcher as a ‘co-enquirer’ and ‘collaborator’ within that process, as well as a ‘semioutsider-disinterested-member’ of the team. This ‘disinterested’ stance may or may not
entitle the researcher to attribute meaning as an objective individual. This dualism in
researcher positionality can, to an extent, be justified when vast data sets are to be
managed to a state of accessibility for all co-enquirers and collaborators. Ideally, any coenquirer should arrive at similar themes, sub-themes, interpretations and conclusions using
a similar process, thereby verifying the trustworthiness of the process and of the
conclusions drawn. In brief, the process of reducing large qualitative data sets to core
themes and sub-themes in this thesis, was as illustrated below (Figure 7.25).

Figure 7.25 Meaning Condensation and Core Themes
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7.4.3 Matters of interpretation
The researcher’s role in collaborative inquiry research places him/her in at the interstices
of responsibility to peer co-inquirers to engage in consensus-seeking with regard to
interpretation of data, and responsibility to external ‘readers’ with an authentic interest in
the outcomes but not party to the generation of those data. Figure 7.26 below locates the
researcher as both co-inquirer in the research and recipient of external pressure in terms
of interpretation of data, drawing of conclusions, and ascribing meaning and value. In
relation to interpretation of data in this thesis, the researcher maintained an insideroutsider ‘lens’ by continuous checking in with co-enquirers, in joint actions, and in collective
evaluation up until the final version of the Pedagogical Guide in March 2021, the researcher
spending enough time in the field and employing multiple data collection strategies to
corroborate the findings minimised researcher bias.

Figure 7.26 Validation of Interpretation and Conclusions
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7.4.4 Findings from meaning reduction of raw data
The process of identifying natural meaning units and related themes and sub-themes from
the raw data converged on two central meta-themes that emerged during each lesson and
related to the main aim and objective of the research, namely:
1. Teaching and learning approaches - active and experiential learning which included
the development of practical cooking skills.
2. Social and emotional learning.
Figure 7.27 below is a sample of a natural meaning unit and its corresponding theme
‘Teaching and Leaning Approaches’ as identified in the lesson 2 of the pilot module.
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Raw data record supporting a significant theme : Teaching and Learning approaches

Figure 7.27 Teaching and Leaning Approaches Lesson 2: Vegetables and Herbs
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Figure 7.28 shows the second sample of a natural meaning unit and its corresponding theme ‘Social and Emotional learning’ as
identified in lesson 1 of the pilot module.
Raw data record supporting a significant theme : Social and Emotional Learning

Figure 7.28 Social and Emotional Learning
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7.4.5 Identification of recurring themes and principles
Close reading and meaning condensation of the raw, but rich written data from all
evaluations by the Principal and class teacher identified ten recurring themes and
principles as presented in Table 7.3 below.
Table 7.3 Themes and principles

Theme/Principle

Supportive ‘rich data’ extracts from evaluations by School Principal,
class teacher and researcher
A Caring Classroom Principal ‘The development of the relationship between Caroline and the
children is one the greatest outcomes of the module. It would seem to me
that the children themselves realise that this is a rare and valuable
learning experience and they realise too that they are being shown
respect and are valued by Caroline. As a result, they too have taken the
learning seriously’
Principal ‘ What I also really liked about the programme was how the
older children interacted with the younger children and how they cared
for them’

Making and
Doing'. Using a
Hands-on
Approach

A Rich Learning
Environment

The class teacher ‘Strategies such as questioning and presentation were
used throughout. Social development using paired work and different
activities. Respectful environment created through answering one at a
time. Encouraging interaction and inclusion’
Principal ‘The teaching approach adopted by Caroline is predominantly
hands-on, interactive and kinaesthetic and it seems to suit the learning
style of many if not most of the children’.
Principal ‘I think that the benefits of hands on learning can be seen as
having a positive impact on both the learning and the disposition of the
children towards learning. Perhaps more time could be given to the
programme in order to cover the proposed content’.
Principal ‘There was so much planning involved in each lesson and this
was greatly appreciated by the children. The variety of resources,
techniques, methodologies and materials allowed for learning in different
ways’.
Teacher ‘The children are happy to come in from the yard because they
want to participate in the class.
Principal ‘The round table setting lent itself to group discussion. This was
different to the usual classroom dynamic. The tablecloths and the little
vases of flowers became conversation pieces. Throughout the experience,
the hall was filled with pleasant banter, with space for everyone to
speak.
‘I think the aesthetics really helped with the dining experience. The
children seemed to be very aware of the attention to detail and they
had respect for that. I didn’t notice anyone showing disrespect. The
comments I heard from the children were positive. The atmosphere was
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Collaboration

Learning for life

again really pleasant and the children enjoyed very good quality food in
an aesthetically rich restaurant environment’.
Principal ‘There is an improvement in attitude and behaviour in the class
in general and I think the food and cooking programme contributes
significantly to this’.
Principal ‘There is an amazing amount of learning taking place and the
learning relates to life skills, social skills, scientific and environmental
skills. Of course, these are the skills that I, as a school Principal would
hope young children would develop in their lives both inside and outside
of school. To this extent the learning in the classroom is not only
enhanced by the learning in the module but is intrinsically incorporated
into the classroom learning in a holistic rounded way’.

Principal ‘There is a huge amount of learning in this module. It is cross
curricular learning. There are opportunities for oral language and
writing in each session. Math’s involving measures, numeracy time and
temperatures. SPHE was covered through social skills development,
personal health, knowledge about healthy foods, caring for other and
caring for the environment, science of cooking, experiments with food.
Local geography through getting to know people who work in the
vicinity of the school and getting to visit the workplace. Understanding
about the art of cooking and the creative possibilities of working with
foods’
Scaffolding
Principal ‘The primary curriculum in Ireland allows for integrated
through Food and learning through language, arts, social, personal, health, scientific and
Cooking
physical education. The cooking and food module permeates all of
these areas in an enjoyable way that transports the children from
abstract to concrete learning. It provides opportunity for the children to
engage in the learning at their own level, and the teaching is
differentiated to accommodate the learning needs of individual
children in the group. The programme educates the children about
food, good and not so good food. It provides opportunities for learning
in an ‘outside the box’ way allowing experiences that would not be
commonplace in the everyday classroom’.
Mastering Skills,
Researcher ‘Working with the food is a very tangible and real-life
Self-Efficacy and
experience. After the class some children indicated they were going to
Agency
make some of the food at home, One of the children said as they were
about to leave ‘I’m going to make some juice when I go home’.
‘The children are very good at attacking and mastering practical tasks
and fully engage what they are asked to do practically. The children
really kept on task and they were questioning what was happening
during the class’.
Social and
Principal ‘I think that there have been positive outcomes in the classroom
Emotional
learning. My observation was that the whole approach was inclusive and
Nourishment
based on respect for the children, including the child who did not want
to participate. The approach led to a positive learning experience for all
the children, each child felt safe and was happy to learn in a way that
suited them’.
Principal ‘I was really impressed by how the children related to each
other in an inclusive, caring and nurturing manner’.
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Supportive
teaching and
learning
experience

Researcher ‘The children had to collaborate with each other to figure out
how to do certain things, I could hear them saying to each other, it’s your
turn ‘and ‘no crack the egg this way’ etc. it was positive and encouraging’.
Class teacher
‘As the module progressed it was clear that children were being nicer to
each other regardless of being friends or not. This was shown through
ensuring others took turns and there was less arguing in the second
block of the module compared to the first one’.

Commensality and
communal eating

Principal ‘Some of the children smiled as they noticed me have a bowl of
soup today. Perhaps this was the first time they saw me eat alongside
them and eat the same food that they ate. I think the benefit of this is
huge: for the children to see that the food is respected by the teachers
and for the engagement between staff and children, enjoying the same
food as part of the school community’.

An Equity Mindset

Principal ‘I think it helped the staff of the school to reflect on the
benefits of the programme and to perhaps open up a conversation
among the staff on how such learning could become embedded in the
school’s culture as we move forward’.
Principal ‘I think that there have been positive outcomes in the classroom
learning. My observation was that the whole approach was inclusive and
based on respect for the children, including the child who did not want
to participate. The approach led to a positive learning experience for all
the children, each child felt safe and was happy to learn in a way that
suited them’.
Principal ‘One of the striking aspects of the experience is how the
children are given quite a lot of autonomy in terms of doing tasks but
also is being allowed to interact with their peers while dining. It provides
a safe space to talk without the same level of monitoring by the teacher
as would happen in the classroom setting. The children have definitely
responded well to this’.

Following further reduction of the meta-themes the researcher synthesised the data
into relevant sub-themes:
Meta-theme 1: Teaching and learning approaches – active and experiential learning
Sub theme: pedagogical practices of collaboration and care.
Meta-theme 2: Social and emotional development
Sub themes: social skills, self-efficacy, collective efficacy. These two specific metathemes are further elaborated below.
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7.4.6 Teaching and learning approaches
The teaching and learning approaches that worked best for the integrated Food EduCare curriculum module during the food and cooking lessons and the Hot Lunch
Experience are outlined In Table 7.4 below. The main sub-themes that emerged from
each meta-theme were pedagogical practices of collaboration and care.
Table 7.4 Teaching and learning approaches

Teaching and
Learning Approaches
Block 1, 2 & Hot
Lunch Experience,
Food Edu-Care
curriculum module
Active and
Experiential Learning
using practices of
collabotation and
care

•Emphasis on active hands-on learning, practical work
•Collaboration in the classroom between the children, teacher,
and researcher
•Cooperative learning and discovery though food and cooking
•Practical preparing, cooking and baking
•Experiential learning
•Peer learning
•Observation and modelling
•Guided activities
•Teacher pupil/pupil teacher questioning
•Direct teaching
•One to one attention and silent modelling behaviours though
caring and listening
•Group and pair work
•Outside the classroom learning, inspirational experiences such
as the visits to TU Dublin
•Giving the opportunity to listen to others as they present dishes
•Freedom to experiment and make choices
•Tasting and discussion, reflecting on the lesson
•Trial and error approach, prediction and estimation
•Using the five sense for experiential discovery
•Visual learning through resources such as videos, posters,
flashcards
•Active learning and participation encouraged through
demonstration, presenting discussion questions or themes, call
on non volunteers, lámha suas, class summary, taking turns,
encouraging helpful and caring behaviour.
•The children learned new practical skills inthe dining room (such
as serving children, carry plates, serving drinks) and learned on
the spot how to carry out tasks and how to improve, even during
the cleaning phase.
•Prepare, share and care reflective work
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The children used their KWL sheets to reflect on their learning on particular weeks
throughout the curriculum module. Before and after each trip the children filled in the
KWL sheets. This was an important addition to the lesson plans already in place because
it allowed the children time to think about what they wanted to know and they were
encouraged to ask questions and have open discussions with the TU Dublin staff during
each visit. Using the KWL grids helped to engage the children in the topic before the
visit, activate any prior learning and monitor what they have learned. A snapshot of a
combination of all the children’s KWL sheets from the bakery visit is illustrated in Figure
7.29, the remaining three KWL sheets can be viewed at Appendix Y.
Week 8 - The Bakery - Children's activity book entries
(Notes: Words have not been changed, but spellings have been corrected)
Child

What I know about a bakery

What I wonder about a bakery

What I learned about a bakery

I think that a bakery has pastries and It would smell sweet all around
cakes like desserts
the bakery and it would be warm
You make bread in a bakery, it
smells nice
How they do pastries
Absent
Absent
There are bakers
How do they make cake

I learned that they have different
ovens.

You can design your pastry
Absent
no entry
yeast
no entry
That I like buffalo cheese

12

They make stuff from bread
Which farm do they get the bread
Absent
Absent
no entry
no entry
They bake cakes and stuff
How they make pastries
no entry
no entry
Cookies
How they do the pastries
Pain o chocolate, upside down cake.,
croissant, bread - pain
The making
What the scent would be and
They make chocolate cake and bread what they make

13
14
15
16

They bake cakes, bread, scones
Cake, bread
Absent
Its where you bake bread, cake

1
2
3
4
5
6
7
8
9
10
11

It is fun to work in a bakery
Chocolate, dessert
Absent
What they bake

They can make ice cream
Absent
A lot easier than you think

Chocolate, cookie, cake, pizza
pastries, pizza
That white chocolate is not
chocolate
Pizza, chocolate mousse
Absent
That’s hard to make bread

Figure 7.29 KWL grid bakery visit

In addition to the KWL grids the children’s co-constructed Foodbook project illustrates
the level of active learning throughout the module which included peer work, recipe
creation and the children’s opinions alongside everyday activities related to food
(Images 7.2).
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Images 7.2 Foodbook learning

The results of the pupils’ end of block feedback illustrates that all of the participating
children enjoyed learning through cooking (Figure 7.30), their interest in active teaching
and learning methodologies (Figure 7.31) and the lessons that they enjoyed the most
(Figure 7.32).

Learning through Cooking
I didn’t enjoy learning through cooking

0

I enjoyed learning through cooking

14
0

2

4

Figure 7.30 Learning through Cooking Feedback
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6

8

10

12

14

16

Most Enjoyable Classroom Activities
6. Watching the demonstrations

6

5. Asking and answering questions

5

4. Showing and explaining what you made to the…

2

3. Trying different foods

11

2. Preparing and making different foods

12

1. Filling in activity books

2
0

2

4

6

8

10

12

14

Figure 7.31 Teaching and Learning Methodologies Feedback

Most Enjoyable Lessons
8. Trip to TU Dublin for a bakery demonstration

11

7. All about bread

7

6. All about eggs

8

5. All about meat and animals

9

4. Trip to TU Dublin for a fish demonstration

7

3. All about measures, weight and temperature

8

2. All about vegetables and herbs

3

1. All about fruits

8
0

2

4

6

8

10

12

Figure 7.32 Most Enjoyable Lessons Feedback

7.4.7 Social and emotional Learning
The integrated Food Edu-Care curriculum module facilitated social and emotional
learning. The main sub-themes that emerged were social skills, self-efficacy, collective
efficacy. Tables 7.5 and 7.6 deal with the food and cooking lessons while Tables 7.8, 7.9
and 7.10 deal with the Hot Lunch Experience.
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Table 7.5 Block 1 and 2 Social and Emotional Learning – social skills

Social and
Emotional Learning
Block 1 and 2 Food
Edu-Care
curriculum module
Social Skills

•Positive attentive engagement, atmosphere of excitement,
and wonder in the kitchen
•Self confidence displayed when discussing opinions on food
•Taking turns, creating opportunities, paying attention to
others, listening skills
•Waiting patiently for peers
•Good attitude towards the researcher and peers
•Verbal/practical expression of interest- offering opinions,
offering honest appraisals
•Modelling respect and care in kitchen environment, trying
and encouraging others to try
•Teamwork/collaboration and independent work negotiating within teams
•Respect and recognition, encouraging kindness, giving
chances to others
•Encouraging ‘talk’, open discussion and presentation of
work
•Voluntary participation
•Relationship development through groups and friendship
opportunities
•Collaborative/co operative working
•Sense of play, experimentation and exploration - joy,
laughter, smiling, sharing, caring, interaction positive
environment
•Teacher as learner
•Good manners
•learning opportunities outside school, real life experiences,
mixing with lecturers, chefs and third level students in TU
Dublin
•Recognising and understanding negative effects of choices,
•Learning to negotiate(ingredients in recipes)
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Table 7.6 Block 1 and 2 Social and Emotional Learning – self-efficacy

Social and Emotional
Learning
Block 1 and 2 Food
Edu-Care curriculum
module
Self Efficacy

•Happiness and pride during and after making a dish
•Recognition of own ability and achievements
•Working independently and in groups
•Self assured when hands on
•Importance of hands on tangible results, mastering tasks, real
life results, recognisable, physically seeing finished product,
wonder at what they can achieved, amazed at own work.
Chance to achieve goal, make something, maybe try at home.
short term goals to improve self esteem
•Mastering new skills, new techniques, new recipes, new
equipment, new ways of working
•Happy and settled when working with hands creating and
preparing dishes
•Non reliance on researcher and teacher over time
•Wanting and having a desire to do more cooking and baking
•Self sufficient within tasks, active and committed to lessons,
competency on completion
•Positive reinforcement given even when outcome is not
desirable, important, embracing challenges
•The children make choices, make decisions about participation,
sometimes there is a realisation of losing out, choice within
recipes, ingredients, tasks and voting
•Wanting to be involved, offering help and assistance to
researcher
•Believing and building on capabilities
•Kitchen space allows for different physical movement than a
classroom, good for active learners
•Growth interest developed over time, peer encouragement
and willingness to try, influential
•Children thrive when given responsibility
•Extremely capable when given the opportunity to expand and
explore with different tasks

The children used their activity workbooks to reflect on their lessons each week,
Appendix A1 supports this data and reveals the children’s reflections on how they felt
about preparing and sharing food during each lesson. A sample of these reflections from
are shown below in Figure 7.33. The remaining fourteen samples can be found in
Appendix A1. The children reflected on the food they prepared and how it felt to prepare
and share their food. They could use text or illustration as part of their reflections. The
sample below shows that the majority of the children felt happy during the lesson some
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thought it was a fun experience while others expressed joy when working with their
peers.
Week 1 - Fruits - Children's activity book entries for Prepare Care Share Self Reflections
(Notes: Words have not been changed, but spellings have been corrected)

Child

What food did you prepare?

When you make and share food with
someone how does it make you feel?

Art Drawing

1
2

We prepared a fruit salad
no entry

It makes me feel happy. Since having a
second pair of hands can be pretty
helpful.
no entry
no entry

3
4

I made a juice
no entry

It makes me feel happy!!!!!!!
no entry

5

I made a fruit salad out of pears
and apples

It was fun to make it without someone
I guess

6

Cut up stuff

Good

7

We prepared a fruit

When you make food with someone
its great. I had a lot of fun tasting
peoples stuff

8

Fruit salad

Happy

9
10

Passion fruit, raspberry and
strawberry and peaches
no entry

Happy
no entry

11

Fruit skewers

It makes me feel okay

12

I prepared juices

When I made the juices with x and x I
felt happy

13

We prepared a fruit juice. We
It was fun making juice with my
made it with lemon and oranges. partners

14

Grapes banana and mango

no entry

15

We made a pink fruit salad

It was funny

16

Fruit skewers with grapes,
strawberries, oranges, apples

It felt fun and happy

Figure 7.33 Pupils Weekly Reflections
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no entry

Table 7.7 Hot Lunch Experience Social and Emotional Learning – social skills

Social and Emotional
Learning
Hot Lunch
Experience

Social Skills

•Genuine emotions and expressions of excitement when the
children see 'halla' all set up for lunch
•Younger children understand roles of older children serving
• All children understand expected behaviour in'halla'
•Sense of happiness, sitting together and being with friends
•Acceptance of set up, good attitude
•Children relate to each other in an inclusive caring nurturing
manner
•Social experience created in a shared commensal meal
•Aesthetics are important, the children appreciate the flowers,
table cloths, they are talking points
•Conversation flowing at the tables, lots of chat about the food
•Pleasant atmosphere created
•Older children display ability to care for the younger children
•Children are gracious in their interactions
•Children understand, recognise and respect effort put into
preparing the 'halla'
•Children anticipate and look forward to the hot lunch
experience
•The hot lunch provides a sense of sameness with the teachers,
school community. Everyone is eating the same meal in the
same space, all equal, no difference
•Patience shown between children and confidence in their own
abilities
•Older children were leading with care
•Children are aware of the respect shown to them and
reciprocate this, showing mutual respect to researcher
teachers and staff
•Hot lunch provides new ways of being together in the school
with peers and teachers
•Experience gives opportunities for children to use their voice
in safe, honest unthreatening environment
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Table 7.8 Hot Lunch Experience Social and Emotional Learning – self-efficacy

Social and
Emotional Learning
Hot Lunch
Experience
Self Efficacy

•Involvement of the senior class in preparation of the'halla'
and the meal allows expansion and expression of skills learned
in food and cooking programme
•Working small groups in kitchen gives the children a more
relaxed and longer chance to prepare the food with the
researcher
•Take on tasks with ease and love to be left alone to complete
it
•More skilled with the equipment and have fun in the process
•Children have a lot of autonomy in their tasks of pouring
water, serving and clearing away plates, but have freedom
interact with their peers while doing so
•One child who has difficulty in the classroom setting thrives
today when serving and helping, when given responsibility.
•Children use their initiative and follows through tasks
independently.
•Children who prepared food are happy when peers and
teachers compliment them on taste
•The tangible aspect of food and then its consumption by peers
and teachers, validates what they are capable of
•Feelings of satisfaction and accomplishment with mastering
skills such as bread and biscuit making
•Provides safe space to talk among themselves
•Engage thoroughly practical tasks, not fazed by challenges,
self assured
•Physically and mentally change from the ‘normal’ classroom
setting
•Kitchen setting settles the children, releasing creativity and
concentration

Table 7.9 Hot Lunch Experience Social and Emotional Learning – collective efficacy

Social and Emotional
Learning
Hot Lunch
Experience
Collective Efficacy

•Teachers gave positive feedback about the experience
•Principal notes that the experience awakened a conversation
among the staff of school about the behaviours of the children,
the merits, challenges of the hot food
•Parents gave positive comments to principal afterwards
•Principal unhappy at the quality of the food provided for the
school lunch. Expensive and poor quality.
•Principal inspired by the hot food and has started making soup
or pasta in the afternoons for the 15 or so children who are in
the after school club.
•Some of the staff use the experience as a teaching opportunity
•Administration improvement re hot food such as allergy forms,
procedures etc
•Staff are learning more about the children from the experience
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Throughout the Hot Lunch Experience, the children voted on their hot meals. The results
are displayed in Tables 7.10-7.12 below. Table 7.10 expresses the children’s opinions of
the first four hot lunches. Overall, the majority of the children liked the two course hot
lunch. However, in discussions at the end of the four weeks with the teachers and staff
they felt that the children enjoyed the food more than votes were showing. They felt
that because the votes were based on a combined like or dislike of the overall meal that
is, the main meal and dessert, that results were skewed. This encouraged us to change
the voting system for the fifth week into like or dislike main meal and like or dislike
dessert as shown in Table 7.11. We intended to use this voting system for the remaining
hot lunches however; COVID-19 interrupted the research at that point. What was most
interesting about the voting was the mid-way vote of the overall Hot Lunch Experience
with the children in week 5 shown in Table 7.12. It clearly indicates that the children
preferred the new Hot Lunch Experience created in the halla when compared with
having the normal cold school lunch in the classroom or in the halla.
Table 7.10 School vote on hot lunch

WEEK
1
31/01/20
2
07/02/20
3
14/02/20
4
28/02/20

I LIKE

I DIDN’T LIKE
N1-R1 6 dislike
R2-R6 0
N1-R1 7 dislikes
R2 – R6 – 2 dislike
N1-R1 6 dislikes
R2 -R6 13 dislikes
N1 – R1 10 dislikes
R2 – R6 10 dislikes

N1-R1 19 likes
R2-R6 28 likes
N1-R1 19 likes
R2 – R6 26 likes
N1-R2 19 likes
R2-R6 16 likes
N1 – R1 15 likes
R2 – R6 16 likes

Table 7.11 Updated school vote on hot lunch
WEEK
5
06/03/20
6 - 10
13/03/20 08/05/20

I LIKE MAIN
COURSE
N1-R2 24
R2- R6 23
COVID

I DIDN’T LIKE
MAIN COURSE
N1-R2 X
R2- R6 1
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I LIKE DESSERT
N1-R2 9
R2- R6 7

I DIDNT LIKE
DESSERT
N1-R2 15
R2- R6 17

Table 7.12 Hot Lunch Children’s Votes 06 March 2020

Normal cold lunch in
classroom
X

Normal cold lunch in halla
X

6

N2

X

X

8

R1

X

X

10

R2

X

X

9

R3

X

X

2

R4

X

X

5

R5

X

X

3

R6

X

X

5

Class
N1

Hot lunch in halla

7.4.8 Final stage of the evaluation process
Stage 4: The Results
As noted by (Brinkmann and Kvale, 2015) the final stage of the evaluation process is
when the essential themes are put together and examined in relation to the aim and
objectives of the research/intervention and against the research questions posed. Table
7.13 – 7.15 illustrate those results.
Table 7.13 Aims and objectives

Overall Aim

Extent to which it was achieved

Comments

The overall aim was to
determine if a specifically
tailored ‘Food Edu-Care’
curriculum module that is
integrated into the
curriculum had the capacity
to encourage healthy eating
patterns among children, to
nurture childhood agency
around food choices, and to
increase their cultural and
social capital in spite of socioeconomic disadvantage.

The strategy to explore this aim
included the design and
implementation of the pilot
integrated Food Edu-Care
curriculum module. This was
achieved through the food and
cooking lessons, the Hot Lunch
Experience and the Foodbook.

The research
questions relating to
the aims are detailed
further in Table 7.11.

Objectives

Extent to which it was achieved

Comments

Explore recent and current
food education policies and
practices in Irish primary
schools, what is the

Explored through a review of the
literature in Chapters 3 and 4.

Completed
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motivation, overall goal and
impact.
Design and deliver a pilot,
voluntary, collaborative,
integrated, in-school module
in 3 blocks around ‘Food EduCare’ to pupils from 4th, 5th
and 6th class with the direct
involvement of class teachers
and management, using both
Irish and English
Investigate with collaborating
teachers if and how an
integrated Food Edu-Care
curriculum module can
facilitate enhanced learning
across several curricular
areas, and produce a
pedagogical ‘Food Edu-Care
guide for teachers based on
the findings.
Produce a draft ‘food book’
with the children in both Irish
and English in collaboration
with teachers and pupils
involved in the pilot.
Investigate the impact of the
Hot Lunch Experience on
developing childhood agency
and social skills as well as the
impact on the school
community.

Make recommendations to
policy-makers and teaching
practitioners regarding
curriculum models that
integrate food awareness
and healthy eating
behaviours into the school
year using child-appropriate
content and pedagogical
approaches.

Designed and delivered an
integrated Food Edu-Care
curriculum module collaboratively
with the class teachers and
management, which incorporated
English and Irish.
One lesson the Supermarket visit
was not completed.

COVID-19
interrupted the final
lesson and we could
not visit the
supermarket.

The data set is incomplete with
regard to conducting terminal
assessment to measure
improvements in literacy, languages
and mathematics because of the
intervention due to COVID-19.
However, a pedagogical guide was
produced based on the main
findings from the continuous
evaluation throughout the module.
A ‘foodbook’ was produced
however; the project was not
completed as planned.

As stated earlier in
this chapter.

The Hot Lunch Experience created
multiple opportunities to develop
social skills and childhood agency in
the kitchen and the ‘halla’. It also
developed a sense of collective
efficacy among the staff about what
they could achieve.
As part of the classroom pedagogy
we discussed all the different food
types and preference’s.
A Pedagogical Guide was produced
to provide teachers with teaching
and learning practices to
incorporate an integrated Food EduCare curriculum module in schools.
The Guide also explains how to
incorporate a Hot Lunch Experience
into the school day.
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Due to COVID-19 we
made changes to
how we created the
Foodbook project
with the children
Unfortunately, the
Hot Lunch
Experience was
interrupted due to
COVID-19. However,
the school are
planning on applying
again for the Hot
Meals scheme for
2021.

Table 7.14 Research questions and sub-questions

Research Questions

Extent to which the pilot case Comments
study provided answers

Overall research question:
Is ‘Food Edu-Care’ in the
primary school curriculum a
valuable component of
compensatory cultural and
social capital in the context
of disadvantage?

The integrated Food Edu-Care
curriculum module provided
opportunities to care for
children in school by using a
collaborative, experiential and
active learning experiences,
which gave the children
opportunities to build and
enhance relationships with their
peers and teachers as well as
within higher education through
the lecturers in TU Dublin. It
provided rich resources to
enhance the experience by way
of different foods, posters,
activity books and educational
videos. The Pedagogic Meal also
provided the children with
chance to share a hot meal
experience with others in a
relaxed and social environment.
The commensal meal brought
the whole school together
through a collective shared
learning and caring experience.
The school dining experience
provided an excellent
opportunity to give children an
experience that they may not
have access to at home or
elsewhere. It provided time to
relax and talk with friends,
promoted social skills and selfefficacy and allowed time away
from the classroom
environment.

The integrated Food
Edu-Care curriculum
module can be expanded
to include more
resources or access to
different classes and/or
public/private
institutions/businesses
depending on the needs
of the school thereby
providing further
opportunities to
enhance social and
cultural capital within
and outside the school
environment.

Integration of food into the core
curriculum of Mathematics,
Science, SPHE, Language,
Geography, History and Visual
Art worked very well and from a
constructivist pedagogical
perspective suited the majority
of children. Working with food
allowed for real life learning
using tangible practical

The ability to provide
differentiated learning
opportunities at school
level is dependent both
on the Department of
Education and
Department of Social
Protection policies and
on the school
community.

Sub-questions
Can education around food
compliment the core
curriculum in primary schools
and nurture edu-care needs?
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What type of teaching and
learning works best to
nurture agency around food
choices?

experiences and seamless
learning of topics. The
integrated Food Edu-Care
curriculum module created
opportunities for children to
identity, prepare and cook
everyday foods while
simultaneously reinforcing a
positive attitude to food and
fostering care and respect for
others in the school. The kitchen
requires participation and
teamwork so that food can be
prepared.
The Pedagogic Meal extended
this learning and provided extra
opportunity to provided
additional edu-care needs. The
hot lunch experience’ consisted
of the children helping to cook,
serve, eat and enjoy a hot lunch
together. It allowed the children
opportunities to care and to be
cared for. The experience
offered pedagogic opportunities
as well caring for others and
promoting social skills.
The case study provided
evidence that a constructivist
approach using collaborative,
experiential and active learning
engaged the children at their
level and this helped them to
learn about different foods. The
kitchen provided multiple
opportunities to ‘play’ in a safe
environment using food. Each
week the children became more
familiar with the foods and the
equipment and this increasing
knowledge of food allowed then
to experiment in the school
environment. The children were
exposed to different foods and
culinary equipment. Providing
this rich and stimulating
environment helped children
discover what they liked or did
not like making it possible for
them to make informed choices.
At times, the children tried
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In the classroom kitchen
the children were able to
make decisions based on
the variety of foods that
were available to them
however it is impossible
to say how that affected
them outside of school
as they may not have
‘choices’ in this regard.

Can the food education
module help to increase
social and cultural capital of
children in DEIS schools?

some of the recipes at home
and shared food with others.
From the school environment
perspective, during the module,
the children were exposed to a
wide variety of resources,
different learning styles and
access to the wider community
in terms of visits to TU Dublin,
which were not only informative
but inspiring also. The
integrated Food Edu-Care
curriculum module which
included the Pedagogic Meal
provided opportunities for
social and emotional
development by enhancing selfefficacy, social skills and, selfconfidence though collaborative
learning and building
relationships within the school
between teachers and peers.
Using different learning styles
may help children who are not
suited to the dominant ‘teach
and test’ paradigm to gain the
knowledge they need in schools.

Outside the school
environment, the longterm impact of the
module on the children’s
social and cultural
capital was not possible
to explore in the case of
the research project.
The collaborative
enquiry used to produce
the integrated Food EduCare curriculum module
itself created an
opportunity for teachers
and school Principal to
connect with the local
community in terms of
TU Dublin lecturers, the
researcher and local
supermarket links.

Table 7.15 Expected Outputs

Expected
products/outputs

Delivered to not

Comments

An integrated food module
for primary school children
suitable for 4th to 6th classes.
A pedagogical guide for
teachers in both Irish and
English.

Delivered - Pedagogical
Guide, activity workbook and
resources collaboratively
developed in English but not
in Irish.

Significant increase in food
awareness among
participating children

The children were exposed
to a wide variety of different
foods throughout the

The Pedagogical Guide is
quite extensive and as the
researcher is not a fluent
speaker, and also due to
time and money restrictions
it was not easily translated
into Irish. Assistance would
therefore be required to
have it translated completely
into Irish in the future.
Preliminary discussions with
Oifig na Gaeilge suggested it
may be possible to have
some grant assistance or
similar.
Providing different types of
food during the lessons
afforded the children a
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Development of basic
cookery skills among the
children

An online cookbook in both
Irish and English designed by
the pupils emphasising
cross-curricular knowledge
and skills

An initial plan to provide a
warm lunch option for the
school.
Data and evidence to apply
to the Department of
Education and Skills (DES),
Department of Social
Protection (DSP) or other
funding bodies for resources
to provide warm lunch time
meals.

module from fish to meat,
fruit and vegetables, milk
products, vegetarian dishes,
bakery products and a wide
variety of everyday foods
such as eggs, bread and
pasta.
Delivered - All the children
who participated developed
basic cookery skills as
outlined in the pedagogical
guide and which can be seen
in the photographs
throughout.
Delivered - Online
collaborative ‘foodbook’
produced with the children.

Delivered - The Pedagogical
Guide includes guidelines on
providing a ‘Pedagogic Meal’
for any school who wishes to
deliver an integrated hot
lunch experience.
The hot lunch experience
was not complete due to
COVID-19 lockdown and it
was not possible to
complete terminal
evaluations with the school,
teachers, parent’s council, or
TU Dublin collaborators.
Therefore, this made it
difficult to provide sufficient
data to the DES or DSP.

chance to access new and
familiar foods.

The children also learned
how to make a variety of
baked goods. They also
experienced what is like to
work in a kitchen with food
hygiene and safety in mind.
It includes some Irish but
was not fully translated into
Irish as it was produced
during COVID-19 and we
could not work together
with the children and class
teacher as a group to deliver
it completely in Irish.
When COVID-19 first started,
collectively we had no idea
how long the school closure
would last. We made plans
to continue the hot lunches
after Easter but
unfortunately, that did not
happen. The schools were
faced with numerous new
challenges, as it was the first
time to deal with
‘homeschooling’ and its
related difficulties.

Over the course of the fieldwork in the case study school, the main objectives of the
project were met albeit some were interrupted by COVID-19. This meant an iteration to
the processes involved in achieving a specific objective in some cases and in others; it
meant that they were curtailed. While the ‘teach and test’ paradigm and specific ‘hourson-task’ is a feature in schools and although teachers have little agency with regard to
the given curriculum they do however have control over the pedagogical approaches
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they use. The finding from this research indicate that constructivist teaching and
learning approaches such as collaborative, experiential and caring pedagogies worked
well for most pupils. The integration of food into the core curriculum provided
opportunities for real-life tangible learning in a fun and seamless manner particularly in
the areas of SPHE, SESE, Mathematics, Primary Language and Art. There are ‘missed
opportunities’ in what providing food in schools could achieve in terms of compensatory
learning, commensality and care needs. The Pedagogic Meal offered commensal
opportunities to relax and be social in the school environment. It also provided space
for children who may not have the same life chances as others to have a hot meal in a
relaxing environment. Overall, the Food Edu-Care curriculum module provided
opportunities to promote social skills and self-efficacy in both the kitchen and the dining
room throughout the Pedagogic Meal experience.
The findings from this research were used to produce a Pedagogical Guide for teachers
on how to implement the integrated Food Edu-Care curriculum module in school with
an accompanying Activity Workbook for the children as outlined earlier in this chapter
(Artefacts 1 & 2). Within the Guide a set of Guiding Principles were created from the
findings of this research, namely, Social and Emotional Nourishment, a Supportive
Teaching and Learning Experience and an Equity Mindset.
The Guide refers to the piloted Hot Lunch Experience as a ‘Pedagogic Meal’ as it went
beyond food provision alone. The children were involved in the preparation, serving,
clearing up and dining and this allowed for educational, social and care opportunities
within the meal experience. This Guide marked the end of the evaluative process with
the case study school. A final validation of the Pedagogical Guide and activity workbook
was offered by the school Principal below.
Principal ‘The activity book and guide are excellent- very practical and user-friendly. The
layout and design and everything is perfect. I think it is something that teachers will
definitely use as it's so comprehensive and full of great lessons. I love the vocabulary section
too. It's very professionally done. We miss all the fun on Fridays in the hall with the food
tasting. It was such an amazing experience. I must start back to it in some way soon’
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7.5 Chapter summary
This chapter has presented the outputs of the pilot research project and the evaluation
of the curriculum module in the school. In line with ontological and critical
epistemological views of the research as the primary participants in the collaborative
enquiry research project, it was important that the schools needs were met in terms of
outputs from the research. The collaborative efforts of the pupils, class teacher,
principal and the researcher culminated in a number of Artefacts discussed in this
chapter. From an evaluative standpoint, it was clear that the sources of data collection
were multi-nuanced and multi-layered which enhanced the development of
corroboration and triangulation of the data over time, this was important from the
perspective of the research.
The pilot integrated Food Edu-Care curriculum module was a small scale research
project however the themes that emerged from the findings highlight the effects it could
have in terms of creating more inclusive teaching and learning methodologies and
facilitating social and emotional development of pupils in schools. In particular for
children who may be experiencing challenging lives due to poverty or food poverty.
In the final chapter the overall research project is considered in relation to the analytical
frameworks outlined in Chapter 4, with particular focus on pedagogical implications for
DEIS schools and on policy implications regarding school meal provision and
compensatory cooking skills modules as edu-care in the context of social and economic
disadvantage.
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Chapter Eight: Implications for an integrated ‘Food Edu-Care’
curriculum module and for co-ordinated school food policy
8.1 Introduction
This final chapter is concerned with analysis of the research findings and with discussion
of the implications of that analysis for DEIS primary schools and for policy change related
to school food provision to children experiencing economic and social disadvantage.
Analysis is conducted in relation to both the literature in Chapters 2 and 3, and to the
theoretical frameworks included in Chapter 4. For accessibility, analysis and discussion
are initially concerned with implications for curriculum and pedagogies, followed by a
SWOT analysis of the possible replication of the integrated Food Edu-Care curriculum
module in all primary schools. Implications for school food policy are discussed
thereafter, followed by a Force Field Analysis of the possibilities for an integrated and
co-ordinated school food policy emerging in the near future. The chapter then argues
for a 5th domain of needs for children experiencing disadvantage related to the need for
compensatory care and nurturing through food and cooking in schools.
The theoretical and analytical frameworks map in Figure 8.1 below illustrates both the
structure and line of analysis and discussion in the chapter.
The final element of the chapter reflects on the limitations experienced during the case
study research, particularly with regard to the impact of school closures during the
COVID-19 lockdowns. Elements of the research which are identified as worthy of further
development are identified, together with suggestions for how such development might
be achieved.
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Figure 8.1 Theoretical and Analytical Frameworks Map
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8.2 Theoretical and analytical frameworks map explained
In this chapter, the analysis and discussion of the findings are structured around the
theoretical and analytical frameworks map illustrated in Figure 8.1. The map contains
the original theoretical and analytical framework outlined in Chapter 4 with the
additional elements of supporting literature from chapters 2 and 3, a Force Field
analysis, and a Strengths, Weaknesses, Opportunities and Threats (SWOT) analysis to
add to the line of examination and discussion in the chapter. All these elements are
connected around the findings of this research project.
Before proceeding to the analysis and discussion there will be a brief return to the
research aim, questions, sub-questions, and findings.
Directly following this, and using the theoretical and analytical frameworks map as a
guide, the chapter will continue as follows:


An analysis and discussion of a selection of literature from chapters 2 and 3 in
support of the research findings.



Analysis of the research findings with reference to the theoretical framework
under the specific headings; social learning theories, efficacy and agency, and
social reproduction systems and policy interventions.



Implications for an integrated Food Edu-Care curriculum module.



A SWOT analysis of the possible replication of the integrated Food Edu-Care
curriculum module in all primary schools.



Implications for a co-ordinated school food policy.



A Force Field analysis of possibilities for an integrated and co-ordinated school
food policy emerging in the near future.



Arguing for a 5th domain of children’s needs in urban primary schools.
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8.2.1 A return to the research aims, questions, sub-questions and findings
This research piloted a collaborative, integrated, Food Edu-Care curriculum module in
an inner-city DEIS primary Gaelscoil during the academic year of 2019-2020. Food EduCare as defined in this research is ‘a creative, nurturing, integrated curriculum module
for everyday learning in schools’. The integrated Food Edu-Care curriculum module
consisted of sixteen food and cooking lessons, a Hot Lunch Experience referred to as a
‘Pedagogic Meal’ (as identified in Chapter 7) and a Foodbook, class project. A qualitative
research approach was used to collect the data using a collaborative enquiry
methodology as outlined in Chapter 4.
Chapter 1 outlined the overall research question and aim:
Overall research questions: Is ‘Food Edu-Care’ in the primary school curriculum a
valuable component of compensatory cultural and social capital in the context of
disadvantage?
The overall aim was to determine if a specifically tailored ‘Food Edu-Care’ curriculum
module that is integrated into the curriculum had the capacity to encourage healthy
eating patterns among children, to nurture childhood agency around food choices, and
to increase their cultural and social capital in spite of socio-economic disadvantage.
The sub-questions within that aim were:
1. Can education around food compliment the core curriculum in primary schools
and nurture edu-care needs?
2. What type of teaching and learning works best to nurture agency around food
choices?
3. Can a food education module help to increase social and cultural capital of
children in DEIS schools?
Chapter 7 detailed the outputs generated from the research and the main research
findings in relation to the implementation of the integrated Food Edu-Care curriculum
module. It also outlined how the main research findings answered the research
questions, sub-questions, aims and objectives. The two main themes and sub-themes
that emerged from the research included:
1. Meta theme 1: Teaching and learning approaches – active and experiential
learning (sub-theme – pedagogical practices of collaboration and care).
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The research found that throughout the food and cooking lessons and the Pedagogic
Meal experience, collaborative, experiential, caring and active learning engaged the
children and suited the majority of children in the class. Enhancing cognitive
development through social interactions and co-constructed knowledge using social
constructivist principles. The ‘Pedagogic Meal’ experience provided practical learning
opportunities in the kitchen that incorporated the core curriculum. The integrated Food
Edu-Care curriculum module provided opportunities for the children to build and
enhance relationships within the school with their peers and teachers. Working in the
collaborative kitchen environment with ‘real’ food and equipment allowed for real-life
learning using tangible practical experiences and seamless learning of curriculum topics
according to Piagetian concepts.
2. Meta theme 2: Social and emotional learning (sub-themes - social skills, selfefficacy, collective efficacy).
The findings highlighted that the collaborative approach used during the food and
cooking lessons and during the ‘Pedagogic Meal’ experience facilitated social and
emotional learning particularly in the area of self-efficacy and social skills. The
‘Pedagogic Meal’ experience provided an excellent opportunity to give children an
experience that they may not have access to at home or elsewhere. It provided
opportunities to share a hot meal experience with others in a relaxed and social
environment. It also provided practical opportunities in the ‘halla’ to care for others and
to be cared for. The positive impact of the integrated Food Edu-Care curriculum module
also developed a sense of collective efficacy among the staff about what they could
achieve by themselves.

8.3 An analysis and discussion of a selection of literature from chapters 2
and 3 in support of the research findings.
The two main research findings are now analysed and discussed. Firstly, the significance
of the teaching and learning approaches that worked within the integrated Food EduCare curriculum module are analysed and discussed in relation to supporting literature
in Chapters 2 and 3. Secondly, the social and emotional learning that emerged
throughout the integrated Food Edu-Care curriculum module is analysed and discussed
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in relation to the centrality of social and emotional learning in creating a supportive,
compensatory environment with reference to supporting literature in Chapters 2 and 3.

8.4 The significance of the teaching and learning approaches that worked
within the integrated Food Edu-Care curriculum module
As already stated in Chapter 7, the teaching and learning approaches that worked well
during the integrated Food Edu-Care curriculum module included experiential and active
learning using collaborative and caring pedagogical practices. The core primary
curriculum subjects of Mathematics, Science, SPHE, Language, Visual Art, History and
Geography were integrated into this creative, active and experiential learning approach
as outlined in Chapter 6. The integrated Food Edu-Care curriculum module places an
emphasis on the importance of using the creative medium of food within an integrated
curriculum to provide inclusive teaching and learning approaches that suit a variety of
learning needs. One of the key principles developed from the findings of this research
was ‘an equity mind-set’. In the case of this research, it refers to compensation for
everyday real-life experiences, such as the chance to sit and eat a meal in peace, to feel
secure and be able to develop every child’s potential by embracing different teaching
and learning methodologies. As noted by Lynch (2018c) investment in those with the
greatest educational needs is often overlooked in favour of those who are ‘bright’, when
in fact all children ‘start life as baby bourgeois’ (2010, p. 46) and if given the opportunity
could be equally as ‘bright’.
8.4.1 Curriculum matters
In Chapter 2 Lynch (2018a) states that public services are a way of showing care for
citizens, in the case of this research, children in education. This care is therefore
reflected in the curriculum, the teaching and learning practices employed by teachers
and schools, and the allocation of time to specific subjects. Research has shown that
more time and credit is given to knowledge and intelligences that are considered
valuable in a ‘market’ society, such as those associated with maths and linguistics
(Devine et al., 2020). A differentiated approach that supports and values multiple
intelligences (for example, arts, food education, creativity, kinaesthetic and skills-based
learning) is limited within the curriculum, therefore alienating different types of learning
opportunities. Noddings (2005) critiques the generic school curriculum as it does not
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account for all abilities and therefore cannot reach all children. However, there is
support for a curriculum that include teaching and learning practices that incorporate
more creative ways of integrating the core curriculum, that integrates social and
personal development and social inclusion (Burns, 2015).
8.4.2 The importance of the teacher’s role
Given the myriad of challenges facing children who live in poverty and food poverty as
outlined extensively in Chapter 2 of this thesis it is extremely important that all school
staff are aware of and are sensitive to children’s needs. This includes an understanding
of the knock-on effects that living in poverty may have on children accessing education,
the possible impact on social behaviours and educational ability. The everyday lives of
children from lower socio-economic backgrounds are not studied in schools and this
means children have to learn the dominant culture in order to succeed in school.
Teachers are more likely to come from the dominant culture, and if this is the case then
it is extremely important that teachers, particularly in DEIS schools, make themselves
aware of, and make an effort to understand, the lives of children from different cultures
and different socio-economic backgrounds (Gilligan, 2007; O’Toole and Hayes, 2020).
Research supports the view of the teacher’s role in the school classroom as a powerful
one, one that can challenge the dominant systems of pedagogy and curricula (Lynch,
Grummell and Devine, 2015; Lynch 2018c). By doing so, they must use ‘pedagogic tact’
to ensure that children’s encounters with their learning materials are sensitive to their
needs, and to avoid a lowering of expectations for children with different backgrounds
than themselves. This requires teachers to challenge the shared beliefs and practices
they have been taught, and to become more critical. As noted by Kincheloe (2008) the
type of textbooks chosen, curriculum adopted, and teachers hired, all hold deep political
implications. Schools and teachers can resist ‘teach and test’ pedagogies in favour of
equality in learning through active, experiential, caring and collaborative learning.
8.4.3 Potential in the revised primary curriculum and food education
Chapter 3 provided details regarding the Draft Primary Curriculum Framework (2020)
which is currently under development with National Council for Curriculum and
Development (NCCA). The revised Draft Primary Curriculum places an emphasis on
relational learning and the important interactions between the teacher and child. This
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supports the findings in this research where the integrated Food Edu-Care curriculum
module provided opportunities for peer-to-peer and peer-to-teacher relationship
development. The new framework also advocates for pedagogical strategies’ that
include collaborative and individual learning, promoting well-being through choice and
agency and integrated learning across the curriculum, all of which apply to the teaching
and learning approaches used throughout the integrated Food Edu-Care curriculum.
The rise in food-based education interventions in Ireland and internationally, as
documented in Chapter 3, supported the development in food education from multiple
perspectives such as nutrition, health, life skills, sustainability and well-being. The
integrated Food Edu-Care curriculum module created during this pilot project provided
opportunities to not only learn about food using experiential methods but

the

Pedagogic Meal also provided a mechanism to compensate for nutritional, material and
social deprivation among primary school children.

8.5 The centrality of social and emotional learning in creating a supportive,
compensatory environment within the integrated Food Edu-Care curriculum
module.
8.5.1 Collaborative paradigm of teaching and learning
Chapter 7 described how the collaborative approach used during the food and cooking
lessons and during the ‘Pedagogic Meal’ experience, facilitated social and emotional
learning particularly in the area of self-efficacy and social skills. This learning was
facilitated in both the kitchen environment and during the ‘Pedagogic Meal’ experience
when the children helped to cook and serve the lunch. It also provided practical
opportunities in the ‘halla’ to care for others and to be cared for. It is important for
children to recognise that they are being cared for in schools by their teachers and by
using teaching methodologies that suit their needs (Noddings, 2003). In chapter 3
Noddings also points out the learning to care defines genuine education and encourages
the growth of caring and loving people. The school can provide occasions for this to
occur especially in the case of children who do not have those opportunities outside of
school, for example because of a very tight financial budget, maybe they cannot choose
what food they would like or because of their living circumstances they cannot eat, sleep
or play in the way they would like.
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8.5.2 Social and emotional development
The findings show that the integrated Food Edu-Care curriculum module provided
support for the children to grow in terms of social and emotional development, for
example by creating opportunities’ for them to choose their food ingredients, to work
as a team, to have responsibility for serving food to another child, to be trusted to use a
piece of equipment by themselves, to practice caring for others during the commensal
‘Pedagogic Meal’ experience, to sit and enjoy their food, to chat and laugh, and, to have
discussions and input throughout the module. The module also exposed the children to
a range of different foods, equipment and food socialisation opportunities that they may
not be exposed to in their daily lives.
8.5.3 Additional challenges in DEIS schools
Chapter 3 notes research by Smyth (2020) which stated that children attending DEIS
Band 1 primary schools is associated with socio-emotional difficulties, problems with
peers, and emotional difficulties. Although schools cannot completely protect children
from what they are experiencing outside of school, research has shown that they can
help them cope by building their resilience. Participating in the integrated Food EduCare curriculum module helped the children to develop a sense of self-efficacy. Research
suggests that by providing opportunities in education to build self-efficacy, self-esteem
and by encouraging empathy and a caring and safe environment can help to build
resilience (Daniel et al., 1999).
8.5.4 Schools as ‘family’
Schools are one of the first places that children attend outside the home environment
and their role is pivotal to the development of the child. They offer nourishment
physically and psychologically and have the ability to cultivate or expand on embodied
care and commensality in the classroom (McGowan, 2021). The findings from the
integrated Food Edu-Care curriculum module indicate that the commensal experience
of sitting together for a social meal gave the children a chance to develop social skills
and to build relationships with their peers. Research in support of commensal meals
defend the importance of food in everyday life, not just in the biological sense but also
to build and strengthen social bonds. Not unlike care, it is through these everyday
routine experiences of eating and caring that one can provide positive experiences for
children and not just on occasion (Gilligan 2000, 2003). This commensal experience was
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not limited to the dining-room alone but also to the preparation and cooking in the
kitchen. The social interaction of group work and the time spent planning, preparing and
cooking food together in the kitchen creates a shared authentic experience. As schools
sit in the space between home and the wider world they have the capacity to cultivate
primary care and commensality in the classroom kitchen and the dining room through
the natural occurrence of ‘everyday’ eating within the context of a ‘Pedagogic Meal’
(McGowan, 2021). COVID-19 has affected commensality for children especially those
who are living in challenging circumstances, and although the school meals scheme was
extended during the lockdown periods, it does not make up for the missed chances to
prepare food, sit at a table and enjoy food together (Marovelli, 2019).

8.6 Analysis of the research findings with reference to the theoretical
framework
In this next section, the findings from the research are discussed with particular
reference to the original theoretical framework outlined in Chapter 4, and within the
final theoretical/analytical framework in Figure 8.1. Firstly, the findings are discussed in
reference to theories related to teaching and learning in childhood and in schools
followed by theories related to individual and collective achievement, which include
self-efficacy and collective efficacy. Finally, theories related to social reproduction and
policy interventions are discussed.
8.6.1 Constructivist principles – distinctive features of the integrated Food Edu-Care
curriculum module
The findings from the fieldwork illustrated a number of key teaching and learning
approaches that worked well for the integrated Food Edu-Care curriculum module. They
stem primarily from constructivist approaches. They included collaborative,
experiential, caring and active learning.
1. 'Making and Doing' using a hands-on-approach
Food is an ideal tool to make use of the ‘hands-on' approach; it is familiar and accessible.
The 'hands-on' approach, a constructivist concept associated with Piaget, Vygotsky, and
Bruner helped the children feel empowered in their own learning. The food and cooking
classes allowed older children in particular to engage in a more structured 'serious' class
'play' which offered tangible results and stimulation that is good for them. As Piaget’s
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theory suggests this form of active learning and ‘play’ which involves real world
materials helps children to discover things for themselves (Nolan and Raban,2015).This
form of 'play' is a natural progression from early childhood imaginative play where
young children might make their own kitchens and pretend to be an adult. In the
interactive kitchen environment, and within this ‘serious play', there were opportunities
for joy, laughter, smiling, sharing and caring.
2. A Rich Learning Environment
The kitchen space provided a rich, stimulating, interesting, explorative space for the
children. Between the different food ingredients, the utensils and the kitchen appliances
there were endless opportunities to ‘create, make, and do’. There were no chairs in the
kitchen and although feet are firmly on the ground, the children were free to move. The
kitchen space allowed for different physical movement than a classroom provides which
is particularly good for kinaesthetic learners. Using Piaget’s constructivist approach in
the kitchen classroom allowed the children to interact with one another, with the
teachers and with the kitchen equipment, helping the children to direct their own
learning. This approach was further enhanced by experimentation with a variety of
utensils and baking/cooking equipment in a real world environment.
In combination with this, the addition of visual aids such as educational food posters,
maps, flashcards and videos, meant that different types of learners were facilitated.
Developmental theorists such as Gardner (Krechevsky, 1998) appreciated that children
learn and think in different ways, and so combining these 'kitchen aids' can help the
children and the teacher. Children are by nature energetic and through the use of
carefully planned kitchen activities such as preparing, cooking, baking and cleaning; we
used this to create meaningful collaborative learning away from classroom desks.
Included in the integrated Food Edu-Care curriculum module were school trips to TU
Dublin kitchens, bakery and restaurant and this offered the children access and insight
into university life is a rare opportunity not often available at primary school age. While
in the University, the children discussed going to college/university when they were
older.
A reflection from the Principal noted:
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‘One of the boys in Fifth class who was really interested in the project from the outset
said he wanted to be a chef. He still talks about wanting to be a chef when he grows up.
During the Easter holidays, the boy in Fifth Class as well as two other children from the
school took part in a cooking competition that was run for children within the North East
Inner City and they were all given small prizes by the organiser’.
3. Scaffolding through Food and Cooking
Social constructivist approaches developed by Vygotsky were used to develop the
children’s own competence through peer and teacher ‘guided’ activities (Paradise and
Rogoff, 2009) throughout the lessons. This is a direct and deliberate move away from
behaviourist theories of Skinner and Watson. Scaffolding occurred in many ways
throughout the lessons:
a. Interest and curiosity was stimulated by using sensory scaffolding such as
educational food posters, flashcards and videos.
b. The introduction of new ‘food’ vocabulary and real food.
c. Allowing engagement through seeing, smelling, hearing, touching, making and
tasting food.
d. Demonstrating preparation and cooking skills.
e. The children explored and made new recipes/dishes in groups, in pairs and
individually.
f. Exploring issues or problems as they came up during the lessons.
g. The children mastered a wide range of new skills, new techniques, new recipes,
new equipment and new ways of working.
h. At the end of the lesson, revision, synthesis and over-learning happened though
discussion, tasting and reflection.

4. Collaboration
Hayes, et al., (2017) note Bronfenbrenner’s emphasis on the importance of positive
relationships on a child’s development. In the classroom the interactions between peers
and teachers is something that happens every day and can be enhanced. In the case of
the integrated Food Edu-Care curriculum module, the lessons were designed in such a
way that the children had to work collaboratively to produce the recipe or make the
dish. Teamwork and the development of social skills such as having a good attitude, and
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taking turns, are a natural part of food and cooking. In most kitchen environments, there
is a naturally built community; it is messy, it can be noisy, and it can feel distracting at
time but also fun. The teacher was immersed in the lesson, guiding and helping the
children who needed assistance but learning too, which was good for the children to
see. There were opportunities for self-directed learning and also peer learning. In
contrast to this, there was also a requirement for routine and ritual to work efficiently.
At times, the children had to make decisions and choices for themselves. They became
responsible for their choices individually and collectively as they are all invested in
seeing the result.
5. A Caring Classroom
Schools are known as a safe space for children. The classroom provides a predictable
safe space for children and this was encouraged further during the integrated Food EduCare curriculum module by building warm relationships with the children, welcoming
them to each lesson, telling them we missed them and how great it was to see them.
The kitchen is by nature an environment that encourages teamwork. Modelling respect
and care in kitchen environment was achieved by trying different tasks and encouraging
others to try, taking turns and having patience. It also provided opportunities for the
children to encourage and help one another in tasks. Complementing the children in
their efforts and asking them how it felt to prepare and share food. Thanking the
children for their contribution. Throughout we encouraged the children to have fun
while learning in the classroom through the activities. We strived to give the children
time to reflect on what they have achieved. If a recipe did not turn out as planned, the
children learned from this. Photographs were taken during each lesson and were used
to reinforce the learning at the beginning of the next lesson.
6. Mastering Skills, Self-Efficacy and Social Skills
According to social learning theorist Bandura, children are inclined to copy adult
behaviours. Chapter 7 described how the collaborative approach used during the food
and cooking lessons and during the ‘Pedagogic Meal’ experience facilitated social and
emotional learning particularly in the area of self-efficacy and social skills. Self-efficacy
affects agency; believing that we can do something affects behaviours and choices and
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enables people to change their lives for the better (Bandura, 2001). A blend of methods
were used within the module, sometimes the children followed recipes and instructions
and completed tasks without intervention, while at other times they had the freedom
to choose ingredients within recipes and negotiate activities within tasks in their groups.
The researcher modelled kitchen techniques and tricks to help develop the children’s
knowledge. Cooking and baking meant the children had the chance to master kitchen
skills with real-life tangible results at the end of each lesson. It provided the children
with a chance to achieve goals, make something and then maybe try it at home, which
some of the children did. These short-term goals may help to build self-esteem, selfbelief and building on their capabilities. The children made decisions about participation
and this was important. At times, some decided not to participate and often in those
cases, there was a realisation of missing out. We gave the children responsibility to
explore different tasks and new equipment and this was important. This helped to build
trust with the children. During the pilot project, it became clear that the Principal,
teachers and school staff were developing a sense of collective efficacy in what they
believed they could do in their school. By participating in the collaborative pilot project,
they experienced how the food and cooking lessons and the ‘Pedagogic Meal’ operated
both through watching and through active participation. We were operating in their
real-life everyday environment discovering what their possibilities were and how to
make it happen in their school with regard to the ‘Pedagogic Meal’ experience.
All of these techniques helped to integrate the core primary curriculum into the lessons
in a relatable and real-life way. During the pre-pilot phase with the school, the
researcher took the lead from the expertise within the school in relation to integrating
the core curriculum particularly in relation to the class needs. The research took place
within one mixed class of fourth, fifth and sixth class pupils from ages 10-12 years old.
The school recommended pitching the curricular module at fourth class, thereby
reinforcing learning that had already occurred for the older classes in some cases, and
introducing new learning to the younger classes. However, it is worth noting that it was
the way in which the material was taught that interested all pupils. Verbatim accounts
from the Principal and class teacher in Chapter 7, Table 7.3 evidenced how the
integrated Food Edu-Care curriculum module permeated the core primary curriculum.
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From understanding mathematical concepts such as measurement, weight, time and
numeracy to learning and using new vocabulary in Irish and in English. Understanding
scientific concepts during cooking such as heat and light and learning about local
geography and caring for the environment. Learning social skills through group and
paired work, learning about personal health and knowledge about healthy foods,
expressing themselves through art, and drawing within their activity workbooks.
8.6.2 The integrated Food Edu-Care curriculum module in complex adaptive school
systems
As already noted in Chapter 4, schools are part of a group of ‘human services’ that do
not deal with curriculum alone (Kincheloe, 2008). They are complex systems where
education takes place within social situations (Carr and Kemmis, 1986). Considering the
myriad of complex social problems facing children outlined in this thesis, policy level
educational change may be necessary in consideration of a more holistic approach at a
human level. Gleeson (2010) critiques the Irish educational system and states that
educational topics often debated in Ireland are more concerned with the merits of the
points system, the weight of school bags and the management of curriculum change as
opposed to the meaning of a ‘good life’, the values or content of textbooks and the
meaning of curriculum change.
This thesis considers two complex systems: the school and the collaborative research
process itself. Complex systems are made up of a number of individual parts, which have
degrees of connectivity, interdependence and autonomy, and when they interact can
lead to changes in patterns of behaviour, which may influence policy change. The rigour
applied to understanding the appropriate methodological approach for the research
based in a real-life ‘living’ school system as discussed in chapter 4, the fieldwork itself
and the data collection outlined in Chapter 6; reflect the bricolage nature of the research
(Kincheloe and Berry, 2004). Therefore the analysis of the impact of this research is not
simple, not only because of its qualitative nature (which is often questioned in terms of
generalisability and because of its real world messiness) but also because school systems
are not only concerned with curriculum and educational policy, but also with social
justice and equality. If this is the case then education is not just about the linear transfer
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of knowledge but also about developing the potential of every child so they can lead a
good life which meets their needs and desires.
As noted, the collaborative enquiry process, complex in itself, informed and helped
guide the investigation. It aided the development of the Pedagogical Guide and
accompanying resources for teachers at a classroom level. However, it does not
significantly illuminate the impact it may or may not have at a macro level. This research
provides insights at a micro level in the DEIS Gaelscoil, reflective of real-life, however
this is only one part of the overall system. To attempt a more macro level perspective
the research is viewed through a complexity lens using Bronfenbrenner’s bio-ecological
theoretical model. Bronfenbrenner’s model investigates, not only how children’s
learning is influenced by changing contexts at a family and friends level, but also in
broader socio-cultural contexts and the processes and interactions that occur within
these environments (Hayes, et al., 2017). The bio-ecological models illustrated in Figure
8.2 considers the school as a complex system with the child at the centre. The model is
concerned in particular with placing the integrated Food Edu-Care curriculum module
outlined in this thesis within the child’s micro-environment and considering the
potential consequences of its implementation within the context of the research. This
representational model uses a complexity lens to explore dynamic inter-dependent nonlinear systems in the school context and their enmeshed existence within more macro,
external systems.
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Figure 8.2 The integrated Food Edu-Care curriculum module in Complex Adaptive School Systems

Schools and school systems are complex: they can be described as self-organised,
emergent and structure determined, making them relatively stable. They operate within
multiple system layers, balancing between states of stability and flux, and a change,
minor or major can have an impact on the developmental processes and impacts over
time (Johnson, 2008). COVID-19 is the perfect example of this, where lockdowns and
school closures caused schools to completely adjust their practices and move to online
learning or ‘homeschooling’. Research has already shown how this has affected those
from lower socio-economic backgrounds disproportionality in terms of access to food in
school, such as breakfast clubs and lunch (increase use of food banks) education (lack of
resources, access to WIFI or computers, libraries and books) and mental health (stressful
living conditions) to name a few. This is an example of how the child’s microsystem
including the home and school, which has a direct influence on growth and development
have been disrupted by COVID-19 at the level of the chronosystem.
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If an event at a macro level can effect change at a micro level, as a living school system
we must consider what changes at the micro level can have on other levels too; after all
is that not the purpose of education? What impact, if any, can the findings from the
integrated Food Edu-Care curriculum module have in these complex interrelated school
systems? The results of the impact on a micro level were outlined earlier in this chapter.
If the module were integrated into the everyday classroom what impact could it have
on the children’s lives outside school ? For example children having a hot meal every
day in school; on the development of food policies? giving schools autonomy around
school meals, preparation and curriculum integration; and on the extension of more
inclusive teaching and learning approaches? providing opportunities for positive
relationship development and differentiated learning that are not based on outcomes
and measurement alone. Could these small incremental changes in the classroom
environment lead to changes for the better in the lives of children over time?
The research has identified support for the importance of the everyday in creating
positive experiences for children, though strong relationships, rich environments, a
nurturing, collaborative, and differentiated pedagogy in helping to overcome the
impacts of difficult environments. However, as researcher or ‘bricoleur’ in the context
of this research providing empirical evidence to try and answer these questions is
outside the realm of this research, given the changing activities and roles that occur in
children’s lives in different systems and at different times (Bronfenbrenner, 1978). In
light of this, any interpretation without evidence of interactions within all systems in
which children participate, depending on the powers at play, may not fit in with the
dominant political or economic discourse.
As already identified in this thesis there is an over-reliance on limiting, quantitative
measures in food poverty, in the identification of DEIS schools and of measuring
educational outcomes using a narrow focus on maths and numeracy. Focusing on these
quantitative measures over-simplifies the dynamic nature of providing food, care and
education. Instead, there is a need for a more nuanced understanding of the complexity
of children’s lives and the impact that schools can have.
Having completed the fieldwork and analysed the experience it seems obvious that the
school is situated at the centre of very complex social systems, and within the school,
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the child is at the centre. Schools have to respond and manage expectations and
pressures from multiple systems as well as their own complex system. They cannot
change what is happening outside the school gates but can provide everyday
opportunities to respect and support the child while being sensitive and empathetic to
the child’s everyday needs. It is however, unreal to expect DEIS schools to cope with
changes in every system. In light of these complexities we need to reconsider schools
target driven curricula approaches in favour of a system based approach which
recognises the impacts of environmental living conditions but also the relationships and
interactions that can children have when it comes to learning (teachers and peers) and
of course the children themselves. In doing so, we might better understand how
teaching and learning and pupil’s achievement can vary not only because of the school
but also the systems surrounding them.
8.6.3 Social reproduction systems and policy interventions
The myriad of social problems facing children in Ireland such as those who are at risk of
poverty, living in food poverty, who are homeless or living in homeless accommodation
and therefore at risk of social exclusion, requires a type of teaching and learning at
schools that is more responsive: responsive in relation to the needs of children who may
feel ‘othered’ because of their everyday circumstances, which are completely out of
their control. Food poverty in Ireland is not clearly defined. However, Healy’s (2019)
expansion from ‘nutritional deficiency’ to also include social inclusion and cultural
appropriateness seems more in line with the reality of living in food poverty if we want
children and families to move towards a ‘taste of liberty’ (Bourdieu, 2010). The ‘spaces
and places’ that children eat their food are often an overlooked aspect of food poverty
(Share and Hennessy, 2017). Those living in emergency accommodation, in family hubs
and hotels, have no access to appropriate cooking facilities, no food storage, and no
comfortable place to eat. They are controlled by what Bourdieu refers to as ‘the taste of
necessity’. This means there are no places to practice food socialisation, which affects
health and well-being. Health in not only at risk due to food poverty but also because of
lack of social involvement, being ‘left out’ ,which can lead to mental health issues such
as feeling loss of dignity and power.
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Chapter 4 proposed using a combined care and commensality model (Lynch, 2007 and
Van Esterik, 1995) to explore food, care and commensality in schools and what can be
gained from this interaction. Schools have care responsibilities (Lynch, 2007) and have
opportunities to provide commensal experiences through food and education. Findings
from the ‘Pedagogic Meal’ experience demonstrated how it can provide children with
an experience in school that they may not have access to at home or elsewhere. It
provided opportunities to share a hot meal experience with others in an aesthetically
stimulating yet relaxing and social environment. Instead of sitting on the edge of a bed
in a hotel room to eat dinner, the in-school integrated Food Edu-Care curriculum module
provided a collective commensal meal (Van Esterik, 1995) turning the everyday
occurrence of eating food into a social experience to enhance the child’s day (Fischler,
2011). It also provided an opportunity for children to relax, to build relationships with
teachers and peers, which is especially important for children who have had to, or who
are moving schools regularly because of no permanent home. During the food and
cooking lessons, the children were exposed to a variety of different foods, cooking
equipment and utensils, which some children may not have access to at home. Often
times those living in emergency accommodation or hotels for example do not have
access to proper storage and therefore cheap, non-perishable energy-dense foods are
consumed. Therefore, the module provided additional food ‘capital’ (Bourdieu, 2010) by
way of access to a wide variety of food to cook and experiment with in a safe, social
space. Schools cannot solve economic inequalities. However, they can nurture the child
in the ‘here and now’ as opposed to a focus on the future child (Lynch, 2018a). The
Pedagogic Meal therefore provided opportunities to expand on and more importantly
to provide care and commensality within the classroom environment for those who may
need it most. Providing a hot meal also affords the equitable division of food among
children in schools (Van Esterik, 2015).
The collaborative enquiry used during the pilot project investigated a curriculum
intervention based around the needs of the case study school, their desire for a hot
lunch and healthier eating practices that tied into the core curriculum and the Irish
language. Carr and Kemmis (1986) advocate for a critical approach when researching in
education where ‘meaning-making’ is conscious and deliberate by all those involved in
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the research situation as is the case within collaborative enquiry. A whole school
collaborative approach was facilitated when implementing the integrated Food EduCare curriculum module, in particular during the Pedagogic Meal to avoid the ‘evasive
teacher’ who may be unwilling to interact in a meal experience with the children
(Persson Osowski’s, 2012). It is important for children to see teachers eat the same food
as them, in the same environment, to improve engagement and respect between them
and enhance social, emotional and physical development (Ruckenstein, 2012). This
collective act of eating together during the Pedagogic Meal expands the commensal
circle and adds another way that the teachers can positively influence children
(Donohoo and Katz, 2017). The children view the teacher then as ‘a person’ who eats,
who laughs, and who cares. Using this type of ‘nurturing’ pedagogy (Hayes, 2008) allows
education in schools to move beyond curriculum alone so that we may contend in some
small way with the complex daily challenges facing children. Unfortunately, schools
cannot change children’s circumstances but they can change their response by providing
food and care through positive daily experiences, where children can escape to a safe
space for a time. The findings from this research provide theoretical accounts of a reallife project and illustrate that food policies need to consider the type of food provided
in schools, the involvement and autonomy of the school community in the process and,
how the food is consumed in schools, as these are ‘value laden’ (Carr and Kemmis, 1986)
interventions and are reflective of our individual and collective societal values.

8.7 Implications for an integrated Food Edu-Care curriculum module
The Irish primary curriculum allows for integrated learning across its seven curricular
areas. The integrated Food Edu-Care curriculum module has the capacity to infiltrate all
of these areas and in the case of the pilot project as noted in Chapter 6 (Table 6.15),
some of the key subjects integrated included mathematics, language, science and Social,
Personal and Health Education (SPHE). The integrated Food Edu-Care curriculum module
used the practical elements of preparing, cooking and baking and their associated skills
to transform traditional ‘desk’ learning into real-life learning. The Pedagogic Meal
experience extended this further. Differentiated teaching methodologies were used so
that we could reach all children in the class. The final element of the integrated Food
Edu-Care curriculum module was a project based exercise, creating a ‘Foodbook’. This
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rich culminating task provided a chance for the children to synthesise the knowledge
gained throughout the module and use it to create their own book as a reminder of their
achievements.
As already noted the National Council for Curriculum and Development (NCCA) are
reviewing and redeveloping the primary curriculum. Within the new Draft Primary
Curriculum Framework, schools teachers can interpret and ‘allow for variations in
children’s learning’ in their own schools (NCCA, 2020).

The new Draft Primary

Curriculum also proposes an increase in time allocated to a new area ‘Well-being’ (SPHE
and PE) from 1hr and 30 minutes per week in the Primary School Curriculum, 1999, to a
proposed 3 hours per week. Discretionary time is also included which as noted by
Devine et al., (2020) is often used to develop literacy and numeracy. Therefore, space
could be created for the integrated Food Edu-Care curriculum module, which, in
addition to providing opportunities for social and emotional development is also
considerate of different intelligences and compensatory learning needs in the
classroom. The integrated Food Edu-Care curriculum module as outlined in the
Pedagogical Guide is a collaborative reflection and understanding of the school’s and
researcher’s beliefs with regard to compensatory education in schools.
A final element in relation to teaching and learning and of particular interest to this
research was the use of the Irish Language. As a Gaelscoil the Irish language was
integrated into the lesson plans as well as the food and cooking module resources such
as Artefact 2: Pupils' Activity Book/Workbook and Artefact 4: Educational Food Posters,
and flashcards. The integrated Food Edu-Care curriculum module reflects the pilot
Content and Language Integrated Learning (CLIL) approach developed as part of the 20year strategy for the Irish language. The concept behind the CLIL approach is that of
partial immersion in where learning language happens through integration into real-life
contexts as opposed to during an ‘Irish language class’ in school. The integrated Food
Edu-Care lessons plans provide the ideal place to integrate the Irish language through
the ‘everyday’ use of ingredient names, techniques, equipment, animals, tastes, flavours
and colours to name a few.
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8.7.1 A SWOT analysis of the possible replication of the integrated Food Edu-Care
curriculum module in all primary schools.
This SWOT analysis provides an overview of the potential for the pilot, integrated Food
Edu-Care curriculum module that took place in the case study school to be replicated in
other DEIS and non - DEIS schools (Table 8.1). Although the research took place in a DEIS
Gaelscoil there are a number of reasons it can work in any school environment. For
example, the integrated Food Edu-Care curriculum module could be used not only to
facilitate social and emotional learning but also to enhance it. Also, the teaching and
learning approaches can be adapted to expand the learning already taking place in any
school. The integrated Food Edu-Care curriculum module emphasizes a ‘hands-on’
learning approach, encourages children to mix in groups and pairs which as indicated in
this research suits the majority of children. The ‘Pedagogic Meal’ provides opportunities
for parental or community involvement, the chance to connect with experts in other
professions and to connect the school with the wider local community. There are
weaknesses and threats to implementing the module as with any new initiative. As
outlined in Table 8.1 however, they are not entirely dependent on school type.
Table 8.1 SWOT Analysis

Strengths
Seamless integrated into the primary curriculum
Move from a time-on-task to a compensatory
paradigm in a local context
Suitable Irish and English using CLIL
Flexible in timing over the school year
Skills-based to suit class level
Designed in a familiar modular style
Scalable within resources of the school
Can involve parents SNAs and classroom
assistants
Allows for children’s natural need for movement
and for learning by doing
Focus on social learning and general well-being
Multiple assessment methods possible
Inclusive of learning styles
Inclusive of familial and cultural diversity
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Weaknesses
Requires a budget
Requires spaces
Curriculum adjustment needed
Relies on knowledge and skills of the class
teacher
Requires preparation time

Opportunities
Collaborative whole-school planning and
teaching in an integrated curriculum
Involvement of volunteer experts
Consolidates learning and fills gaps
Suitable for class project work
Sustainable nutrition knowledge for children
Commensality and sociability around food and
eating
Stronger case for school meals
Involvement of volunteer experts, external
knowledge and connection to wider community

Threats
Not supported by DES Inspectorate or NCCA
Redirection of school budgets
Could become too-specifically related to DES
targets in literacy and mathematics
May not be supported by parents
May not be supported by all teachers
Teacher identities may not accept the role
Might compete with commercial caterers.

8.8 Implications for a co-ordinated school food policy
Overall, there is a convergence in the literature around school food as a useful
mechanism to compensate for aspects of nutritional and personal disadvantage among
primary school children experiencing deprivation.
Evidence from the research suggests that to date the response to food poverty has been
‘fragmented’ and ‘depoliticised’ (Downes, 2017a, 2017b; Caraher and Furey, 2019) and
the use of food banks provided by voluntary organisations and large supermarkets have
become the ‘norm’. Policies in place to deal with food poverty provide ‘false charity’ to
families in need, constraining their lives instead of searching for transformative
solutions. Initially school meals were provided out of concern for children who did not
have access to adequate food and nutrition so that they could take full advantage of
their education. At one time, this consisted of a hot meal or soup. Today the food
provided to schools is more of the snack variety consisting of cold pasta, sandwiches,
and yoghurt. Presently the hot meals in schools (DSP) is evidence of a step in the right
direction towards a strategic policy response to this issue. However, although DEIS
schools are eligible for certain ‘advantages’ in respect of resources one of them is ‘access
to’ as opposed to ‘right to’ the school meals programme. If DEIS schools have to apply
for every additional resource available (in the hope of approval) can they really offer the
supports necessary to compensate the lives of children in need?
Living in emergency accommodation forces families, and mothers in particular, to do
‘invisible, disempowering’ and extremely challenging work of trying to provide food and
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security for their children in unimaginable circumstances. Providing a hot meal in school
would give families one less thing to worry about and help alleviate this immeasurable
stress, making it easier for them to provide other meals that require less cooking in
accommodation where space, privacy, cooking facilities, and cold storage are nonexistent.
The new hot meals scheme (DSP) piloted at present is provided to the school by private
catering companies many of whom are already associated with the school meals scheme
in place. However, buying in hot meals does not provide additional educational and
compensatory value, especially in the case of urban disadvantage. Research has shown
that cooking in the kitchen and helping out in the dining room provide potential for
social learning and give its participants ownership of the process (Benn and Carlsson,
2014). The integrated Food Edu-Care curriculum module, which took place in the case
study school, in the kitchen and in the dining room, provided an integrated curriculum
alongside the nutritional and compensatory care value that sharing and cooking meals
together affords. It explored integrated and meaningful ways of teaching the children
about food, cooking, self-care and care for others while drawing in aspects of literacy,
mathematics and language. This socially responsive curriculum has the capacity to
create a ‘wrap around’ everyday, predictable and differentiated curriculum approach to
providing compensatory care in education, nurturing through food and cooking in
schools.
Food poverty and policies regarding food in schools are diffused across many
government departments such as Department of Social Protection, Department of
Education and Skills, Department of Agriculture, Food and the Marine, and the
Department of Health, Department of Children and Youth Affairs (Downes, 2017a,
2017b; Downes, et al, 2020). Significant financial investment is necessary to extend a
hot meal food policy across DEIS schools in the first instance and indeed to all children
in school. Many organisations have lobbied at length to deliver schools with appropriate
facilities and resources to provide hot meals in schools (Downes, et al., 2020). The
facilities necessary include investment in proper kitchens, physical space to store, cook,
distribute and eat food.
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During the fieldwork the hot lunch was largely prepared offsite in TU Dublin professional
kitchens with the assistance of a chef lecturer with some preparation left for the children
to get involved as part of the integrated Food Edu-Care curriculum module as outlined
in Chapter 6, 6.5.2. The main reasons for offsite preparation were that the kitchen was
not equipped to prepare, serve and clean-up after a lunch of 60 plus people. The oven,
fridge and dishwasher were quite small as was the kitchen sink; it was also badly
positioned in the corner of the kitchen. Storage space was minimal in the kitchen and
therefore utensils and other equipment were stored in storage containers. The crockery,
cutlery and associated dining materials had to be accommodated in the main ‘halla’ on
trollies that were available onsite. The kitchen itself was also at the top of the building,
six flights of stairs from the ‘halla’ where the lunch was served. Ideally, it is preferable
to have a kitchen onsite, this means it is available to use by the whole school at anytime
when implementing the integrated Food Edu-Care curriculum module. If a kitchen is not
available onsite, it is not possible to take full advantage of the integrated Food Edu-Care
curriculum module or indeed any similar programme.
The Hot Meal Experience in the case study school required significant collaborative
organisation, planning, time, effort and resources (many of which were donated) and
used a collaborative approach to operate it in the school. However, that being said once
the initial equipment was purchased and the logistics were organised it was then a
matter of care and attention on the school community and the researcher’s part.
Therefore, policies in this area need to consider a co-ordinated top-down and bottomup approach to succeed. A co-ordinated national government policy toward school
meals such as a ‘Food Care Committee’ may be needed. An important point to consider
is the allocation of long-term financial investment in resources with an importance on
an ethically transparent public policy approach across the board in DEIS schools to begin
with. In other words, not providing supports on an ‘apply and see’ basis. As with any
financial investment there is likely to be assessments put in place to measure the
efficacy of such investment which may cause tensions or discrepancies between parties
around what ‘success’ should look like for such a module/hot food initiative and how/if
it can be measured. While the tangible aspects of food quality, nutritional value, and
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physical health can be calculated relatively easily, the impact it may have on a child’s
social and emotional health cannot be as easily ‘measured’.
As already noted, individuals and organisations have been working to highlight the gaps
in food policy and in practice and to support change for marginalised children through
providing hot meals in schools. Advocacy coalition allows for people with shared core
beliefs about a particular policy area to actively pursue policy change (Sabatier,1988)
and is of interest to this thesis as it posits an integrated Food Edu-Care curriculum
module which encompasses both providing a hot meal for children in schools but also
integrated curricular learning for children. However, what part a novice researcher has
in ‘active’ participation besides gathering useful evidence, offering a moral
argument/purpose, providing honest and contextual assessment of a problem or setting
out policy options and making them available to the ‘right’ people, remains to be seen.
As an ‘outsider’ in the policy change cycle acting at a distance makes it difficult to make
changes, and so identifying key political ‘entrepreneurs’ and policy networks can help
the process (McGowan and Murphy, 2021). Nonetheless, even if the evidence is
provided to the right people changes can be blocked due to traditional values or fear of
one’s own political position.
To summarise future policy responses should consider:
a. A transparent public approach in DEIS schools to food provision, not based on
application. Following this a free school meals scheme for all schools.
b. Significant financial investment in resources such as kitchen and dining areas in
schools to allow autonomy of the school community in the implementation and
the process of school meals. This would also allow compensatory social and
cultural needs to be met for children who may be at risk of social exclusion or
poverty.
c. Encourage and support schools who choose constructivist teaching and learning
methodologies (such as hands-on and skills based learning) that are not based
on outcomes alone and can accommodate the learning needs of all children.
d. A co-ordinated national government policy that includes consultation and
collaboration from all levels of the schools environment (for example with NCCA,
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DSP, DES, DoH, Tusla, teachers, Principals, pupils, parents/guardians, foodbanks,
voluntary organisations, culinary educators, social care professionals).
Schools may not be able or willing to make systemic policy change, but they can and do
make positive contributions to children’s lives on a daily basis. The integrated Food EduCare curriculum module can act as a compliment to what schools and teachers already
provide in the classroom. It offers a creative, nurturing, integrated curriculum for
everyday learning in schools to support academic, social, and emotional ‘capital’. The
integrated Food Edu-Care curriculum module can be replicated at a school classroom
level without having to change policy, although it may aspire too. Operating in the school
micro-environment can have a positive impact. However, to explore this matter of policy
change further a tentative Force Field analysis to identify driving and restraining forces
for change are considered next.
8.8.1 Force field Analysis - Possibilities for an Integrated and Co-ordinated School Food
Policy
This Force Field analysis attempts to identify the driving forces that may support change,
and the restraining forces that may inhibit change in the case of an integrated and coordinated school food policy emerging in the near future. As already noted school
systems are complex, and concerned not only with educational policy but also equality
and social justice. Policy change is also complex, unpredictable and non-linear
(McGowan and Murphy, 2021).This research suggested that policy change in this area
needs to consider a co-ordinated top-down and bottom-up approach to succeed. It also
suggested a co-ordinated national government policy towards school meals. Therefore,
it is important to identify drivers for change within macro and micro school
environment. Table 8.2 identifies possible external and internal policy drivers. The
strength of the drivers force is indicated by the arrow, the stronger the force the closer
the arrow is to the central line.
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Table 8.2 Force Field Analysis

External Forces
In terms of external policy driving forces as indicated in this Force Field analysis one of
the strongest forces, at government level could be described as the ‘medical’ lobby. The
Department of Health, Healthy Ireland initiatives are widely available and advertised in
the media, used in schools, hospitals and in the public domain in general. They range
from healthy eating to mental well-being. They are primarily concerned with ‘health’,
‘diet’ and ‘exercise’, from a medical perspective. However, they are an important and
significant driving force for change when it comes to nutrition. The Department of Social
Protection (DSP) School Meals programme is moving in the right direction, in particular
with respect to School Meals Programme. Minister Humphreys launched the extension
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of Hot School Meals Programme in March 2021 to primary school pupils who had been
availing of the cold lunch only. It has began as a pilot project in September 2019 and has
now expanded to 189 schools around Ireland, 171 of which are DEIS schools (DSP, 2021).
This reflects a change in thinking about what kind of food we should be providing to our
children in schools. The recently published report on the Hot School Meals Pilot Project
(McShane and Joyce, 2021) showed that the majority of respondents believed that there
should be universal hot meals in schools as opposed to targeted approaches. However
not all schools have access to the scheme. The strongest resisting forces that could
challenge changes are likely to come from other Government Departments who are
competing for finances, particularly now in a global pandemic. Parental expectations
cannot be fully anticipated and there may be as much resistance to acceptance of food
in schools. The Hot School Meals Pilot report stated that parents of children attending
DEIS schools in particular were most likely to say that the hot meal had a positive impact
on their children’s emotional and psychological health as opposed parents whose
children attend non - DEIS schools.
Internal Forces
Supporters of DEIS schools are likely to be one of the strongest internal driving forces
for change when it comes to food in schools. As indicated in this thesis, some children
attending DEIS schools live very challenging and complicated lives and so any support or
help that can be made available should be made available in schools. Resistance can
come from an internal preference for things to remain the same or a fear of change. This
can be from teachers, principals, children or parents. The findings from this research
have indicated the positive effects a shared Pedagogic Meal experience can have for
children in terms of their social needs, and developing self-efficacy and therefore
supports hot school meals initiatives.
As discussed earlier, there may be power in advocacy coalition through shared social
and public policy ideas and beliefs. If this were the case, then the challenge may be to
create co-ordinated strategies to strengthen the driving forces. How this can achieved
within complex systems is difficult to answer. We know that political entrepreneurs can
play a role (Hogan, 2019) as a supporter of the evidence, and at times, they can be more
important than the evidence itself (Cairney, 2014).
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The tipping point?
The final question is ‘Is there a tipping point?’ and if so how can we be sure it will tip in
the favoured direction? One might imagine a pandemic would have the capacity to
effect systemic change. However, there is little evidence to suggest this has happened
just yet. With respect to third level education, Minister Harris announced larger grants
to post-graduate students and no loss of the Student Universal Support Ireland (SUSI)
entitlement if a student decides to change courses in response to an improved college
place offer (Department of Further and Higher Education, Research, Innovation and
Science, 2021). However, a report by Organisation for Economic Cooperation and
Development (OECD) (2021) on how schools have responded to compensate children
from marginalised backgrounds going back to school after the pandemic highlights the
inefficient response. In particular, Irish primary schools have been closed for longer than
secondary schools and this is worrying given that education is a social process and
learning occurs through building relationships with teachers and peers, (Schleicher,
2021) as cited by Raidió Teilifís Éireann (RTE, 2021a). The strategies that were put in
place to address learning gaps when schools re-opened after the first closure in 2020
refer to mathematics and reading only. They did not include assessment of gaps in pupils
learning, or measures to reduce those gaps. In the Summer of 2020 a number of Summer
Provision Programmes were offered to students attending DEIS schools. DEIS primary
schools could ..‘volunteer to run the DEIS summer camp programme in 2020. The
summer camps were for students at risk of educational disadvantage and ran for one
week between July and August’.
The fieldwork for this project was interrupted by COVID-19. In particular, it affected two
main elements of the pilot project, that is, the Hot lunch Experience and the creation of
the Foodbook as outlined earlier in Chapter 6. Once the school closed, the Hot Lunch
Experience ended. The researcher was not involved in the co-ordination or the provision
of the school meals during the time of the school closures. However, the importance of
providing school meals during COVID-19 was evidenced by the extension of the scheme
by the DSP over the summer months. Simultaneously as already discussed in this thesis
there was an escalation in the use of foodbanks throughout the pandemic. As already
noted, hunger can lead to children a range of physical, social, emotional and problems
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that could potentially be detrimental to their educational attainment. This reinforces
the much needed policy response earlier of a transparent public policy approach to
school food provision.
The second element of the project afftected by COVID-19 was the creation of the
foodbook. Chapter 6 outlined the concerns and adjustments made by the class teacher
and the researcher when attempting to complete the project. To summarise the main
challenges were related to lack of acces to technology, access to the internet and ethical
concerns when it came to online learning. As this was the very first time the school were
in this position and the research project was not their first priority we decided on
alternate methods to reach the children (outlined in Chapter 6). The low response rate
however highlighted the challenges of online and distance learning in particular for a
young group of children and leaves questions around a possible escalation in
educational inequality due to COVID-19. Based on this future policy response to these
challenges should consider equity of internet and computer access for all school-aged
children. However it is difficult to know if having resources alone is the solution, for
example, a low response rate may be due to familial pressures, parents working from
home and needing access to the internet, care expectations or environmental risks,
space or motivational factors.
Overall, it is clear that the pandemic has affected the educational, social and cultural
lives of children experiencing, material, social and cultural deprivation. Narrow
educational and health strategies such as a focus on mathematic and reading and buying
in hot meals does not provide additional educational and compensatory value,
especially in the case of urban disadvantage.

8.9 A 5th Domain of Educational Related Needs of Children Experiencing
Challenging Lives in Urban Primary Schools?
The final section proposes a 5th domain of educational related needs of children
experiencing challenging lives and why by offering extra supports and opportunities to
all children, we can meet the needs of the children who might need it most. The
integrated Food Edu-Care curriculum module incorporates seamless compensation for
missed life chances based on everyday learning.
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As discussed in Chapter 2, research by Daniel et al., (1999) and Keogh et al., (2006)
highlighted educational issues experienced by children living in emergency
accommodation and ways in which schools can help those children cope. More recently
research from Scanlon and McKenna (2018) (Home Works: A Study on the Educational
Needs of Children Experiencing Homelessness and Living in Emergency Accommodation)
identified education needs of children dealing with challenging circumstances across
four ‘domains’. As illustrated in Figure 8.3 they included:
1. Basic physiological needs (including nutritional needs)
2. Security, routine and predictability (a place of safety away from disruption)
3. Friendship, trust and belonging (a chance to build relationships with teachers
and peers)
4. Self-esteem (positive attitudes towards school)

Figure 8.3 Home Works (Scanlon and McKenna, 2018 p. 26)

As already noted in Chapter 2 educational disadvantage is cumulative. If we consider the
four domains from the study in Figure 8.3 we can see that, just as educational
disadvantage is cumulative, so too were educational needs in relation to friendship,
trust, belonging and self-esteem and they started to become even more important as
children get older. Therefore, early intervention in education in relation to these four
identified needs is important to avoid targeted interventions later, which can sometimes
lead to children being singled out or ‘othered’. School has been identified as a place that
can support children in relation to these needs for example through providing a safe and
predictable environment, enhancing relationships in school and providing food and
dietary requirements (Daniel et al., 1999). Educational professionals who participated in
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the Home Works Study noted that homelessness-impacted children’s abilities to
socialise and that children often found aspects of their academic work challenging which
was compounded by a fear of failure. As noted by Bruner (1996), schools judge, and
children evaluate themselves in turn. Subsequent to the Home Works Study, Focus
Ireland and The Irish National Teachers Organisation (INTO)(2019) produced a guide,
‘Homelessness in the Classroom’ that advises teachers what they can do in a general
way in the classroom to support children and families experiencing homelessness.
However, what the report does not provide is information regarding implications for
pedagogy in the classroom.
Following on from that argument I propose a 5Th domain of educational related needs
of children who are experiencing challenging lives in urban primary schools, which is:
Self-Efficacy and Social Development Needs as illustrated in Figure 8.4.

Figure 8.4 5th Domain and the integrated Food Edu-Care curriculum module

As Illustrated, this 5th domain is identified in addition to the Home Works study domain
needs. Social Development Needs are related to the child’s ‘social self’ and Self-Efficacy
is related to children’s self-belief in their capabilities. These two areas address the
concerns of the teaching professionals noted earlier (children social lives, academic
challenges and fear of failure). The findings from this research identified that the
integrated Food Edu-Care curriculum module provided differentiated teaching and
learning methods and promoted the development of social skills and self-efficacy
through collective social rituals of food preparation, cooking and eating. At the same
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time, it allowed for core curriculum integration in a practical and experiential way. This
research offers an integrated Food Edu-Care curriculum module to enable teachers in
helping children who live challenging lives to cope and thrive in school. The integrated
Food Edu-Care curriculum module includes creative teaching and learning methods in
education that cater to the different intelligences and learning needs of classrooms.
The integrated Food Edu-Care curriculum module also addressed some of the domain
needs identified in the Home Works Study, namely nutrition and building relationships
with peers and teachers through the Pedagogic Meal. This research offers useful advice
in a Pedagogical Guide for teachers in DEIS, in Gaelscoileanna and other primary schools
with similar needs for compensatory, experiential learning for marginalised pupils. It
acts as a complement to other modules such as Agri Aware’s ‘Dig In’ as it fills the gap for
urban/inner city schools and where it is unlikely that children will have opportunities for
experiential learning around agriculture or food production. It is not the intention of the
Guide to provide a guaranteed solution to highly complex social and cultural issues that
present in the classroom but rather to facilitate the development of a set of resources
that may provide teachers with alternate and complementary ways to cope with the
unmet needs of children in DEIS schools.

8.10 Limitations experienced during the case study research
Citing Creswell (2014) and Miles, Huberman and Saldana (2014), each research design
comes with strengths and limitations. This applied case study research took place on
one site, it was a pilot project meaning that no control group was in place nor was there
another similar pilot occurring simultaneously. However, it was an urban DEIS school
and therefore reflective of similar schools with profiles of urban disadvantage. Although
it may not be considered as generalisable the interactions and collaborations between
the researcher and the participants in the school resulted in a context-specific
embedded narrative that could be easily understood in similar contexts.
In relation to the class involved in the research, it was one mixed class of fourth, fifth
and sixth class pupils from ages 10-12 years old. Given the limits on time within the
school day from the schools perspective and from the researchers, the size of the
kitchen and the fact that school renovations were underway, it was agreed with the
Principal that the food and cooking lessons would involve this mixed class only. This
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meant that the younger classes were not involved in this element of the integrated Food
Edu-Care curriculum module; however, they were included in the Hot Lunch Experience.
The year the research took place, the case study school did not have additional teaching
staff, which placed additional pressure on the schools everyday management of classes.
To alleviate pressure on the school in terms of the research, the researcher enlisted the
help of one of the chef lecturers in TU Dublin to assist with cooking the Hot Lunch over
the course of the project. Although there were discussions between the Principal, Board
of Management and class teacher about the possibility of parental involvement, this was
ruled out as the school had experienced low parental involvement in the past and were
cognisant of the effect this may have on the project. However, there was further
consideration given to parental involvement in discussions before the Hot Lunch
Experience began and this may have occurred at a later stage in the project had COVID19 not intervened. The case study school was an urban DEIS GaelScoil and therefore it
was extremely important to the school that the materials and resources produced for
the pupils for the lessons and during the lessons were in Irish. The researcher was not a
fluent Irish speaker and therefore collaborated with Oifig na Gaelige in TU Dublin and
with the teachers and Principal in the case study school.
Due to COVID-19 Pandemic restrictions, the primary research concluded in mid-March
2020, which was a little earlier than planned, as explained in Chapter 6. In the first
instance, the final food and cooking lesson of Block 2 the ‘Supermarket Sweep’ visit was
cancelled. The completion of hot lunch experience was also not possible. Ultimately, we
could not reschedule due to continued and on-going restrictions and school pressures
that followed in 2020. The foodbook class project was completed but not as planned as
detailed in Chapter 6. However, sufficient rich data for a rigorous study had been
gathered for primary research purposes from September 2019 to March 2020.
Due to that lockdown, it was not possible to conduct face-to-face terminal evaluations
with the teachers, pupils, Parents’ Council, Board of Management, TU Dublin
collaborators, or funders. Had COVID-19 not occurred the researcher would have also
conducted focus groups to obtain feedback from the pilot project with all stakeholders.
A simple questionnaire would not suffice, as the research was complex and multifaceted. It was also not possible to hold the planned celebratory event to mark the
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completion of the class project ‘Food Book’. However, by the end of the school year in
2020 we managed to complete a Foodbook with the children. The researcher, school
Principal and class teacher continued communication at the beginning of the new school
year in 2020 and into 2021 to complete the final Pedagogical Guide and Activity
Workbook.

8.11 Generalisability of the case study findings
In terms of generalisability the case study research took place in an inner city DEIS
Gaelscoil and reflects the unique school environment of the school. Although it cannot
offer broad generalisations (Hammersley and Gomm, 2000) it can offer a starting point
to other schools, DEIS schools in particular. Schools are relatively stable in terms of the
curriculum, the way they operate, the health food policies in place and in terms of class
size. Therefore, the integrated Food Edu-Care curriculum module can be incorporated
at the level the school wants. How deeply the school decides to incorporate the
curriculum will be dependent on the schools requirements in relation to budgets, time
and resources.
Notwithstanding the limitations of this PhD research project, it is hoped the findings and
the outputs delivered will facilitate broader discussions on the impact of integrated
curricula, such as the integrated Food Edu-Care curriculum module, and of providing hot
meals in schools such as a ‘Pedagogic Meal’ for children experiencing disadvantage in
the hope of contributing to the development of practice and policy in this regard.

8.12 Specific elements of the research which are identified as worthy of
further development
The following elements emerged from the research which were outside the scope of this
project but would benefit from further development.
8.12.1 A whole-school, cascade approach
During the fieldwork in the school as the researcher worked with the older classes, they
encountered the younger pupils in the school. This happened more often as the hot
lunch experience started. Whenever the researcher was setting up for the food and
cooking lessons or using the kitchen equipment, were extremely interested in what we
were going to do, they always came over to investigate and ask questions. They had a
genuine interest in the food. The researcher believes that the younger children would
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benefit from the food and cooking lessons and think this deserves further investigation.
There are many ways the integrated Food Edu-Care curriculum module could be
modified to work with younger children using a cascade of appropriate content and
skills.
At one point, the Principal noted that module could be extended and embedded within
the school on a long-term basis. The researchers also believes that this is worthwhile.
Time is one of the biggest constraints in the school day especially as the curriculum has
to be ‘achieved’ within a certain timeframe. During the fieldwork, we were competing
for this time. However, this pilot project proved that there is a desire for such a module
by school management and by the children themselves. In the case of this research
project, the children were not the initiators however; it would be great to see the
children initiating new food ideas and projects as part of the integrated Food Edu-Care
curriculum module.
8.12.2 The merits of collaborative enquiry
This project was based on a collaborative enquiry and it worked very well. What was
particularly relevant was connecting the school with the local community such as TU
Dublin and a local supermarket. Experts in different professions brought new thinking
and new experiences to the children and the school and this worked both ways.
Incorporating the integrated Food Edu-Care curriculum module in a collaborative way
can open schools up to their broader communities and vice versa. It would be interesting
to see rural and urban schools use the integrated Food Edu-Care curriculum module to
work collaboratively in their local communities and then as part of a larger nationwide
project. Considering this time of COVID-19 isolation over the past year, it would be a
worthwhile way for communities to combat some of the effects of the pandemic such
as loss of employment, loneliness and isolation.
8.12.3 Widening the scope
It might be worth considering running the integrated Food Edu-Care curriculum module
in different school contexts for example rural DEIS, urban and rural non-DEIS schools.
This research project did not have direct engagement with the parents/guardians. It
would be worth investigating what, if any, involvement they would like to have in the
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integrated Food Edu-Care curriculum module in particular with regard to the ‘Pedagogic
Meal’.
It would be interesting to compare and contrast the current school meals scheme with
the in house ‘Pedagogic Meal’ as it operated in the case study school. This could be
investigated from any number of different aspects for example, financial, community
involvement, impact on the school day, children’s nutrition, food socialisation, food
waste and many more.
As the research around the Pedagogic Meal could not continue due to COVID-19. I
believe it deserves further investigation perhaps in the shape of a longer school pilot.
This would help to provide data that is more detailed to the Department of Education
and Skills (DES), the Department of Social protection (DSP) or other funding bodies.
8.12.4 Bilingualism
As this research took place in a Irish medium school, it would be worth exploring the
integrated Food Edu-Care curriculum module within the Content and Language
Integrated Learning (CLIL) approach in a school where English is the usual medium of
instruction.
8.12.5 Applied ICTs
One final aspect that is worth further investigation is the use of information technology
(IT) and digital learning. The final element of the integrated Food Edu-Care curriculum
module was the production of an e-book. Unfortunately, the children were not able to
access the programme itself. However, the researcher believes that this type of project
work would suit many children. It can be completed collaboratively online and it is a
creative, engaging and fun way to incorporate project work. It is worth noting that when
we completed the Kahoot! online game-based learning platform the children really
enjoyed it.
8.12.6 Other broad research areas worthy of further research
1. Investigate the impact of food poverty on food socialisation and developing
relationships in school.
2. Investigate the power of food influencers and celebrity chefs who
reproduce/produce a particular set of social and cultural capitals and life styles
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possibly without the grasp of what that means for families living in challenging
economic circumstances.
3. Investigate alternatives to framing of food education within a medical paradigm?

8.13 A Final Word
Currently the primary school curriculum is going through period of redevelopment and
the integrated Food Edu-Care curriculum module has the potential to enrich the
curriculum vision which includes ‘…the curriculum views children as unique, capable and
caring individuals, and teachers as committed, skilful and agentic professionals’ (NCCA,
2020, p. 5). The Integrated Food Edu-Care curriculum module proposes supporting this
by using differentiated teaching and learning methodologies and secondly by offering
compensatory care and commensality opportunities during a ‘Pedagogic Meal’
experience.
The integrated Food Edu-Care curriculum module in the case study school provided
children with different foods, life skills and social classroom experiences, using
constructivist-learning methodologies that were integrated, collaborative, and
experiential. This experiential learning facilitated the children in discovering their likes
and dislikes and opened them up to new ‘food’ possibilities in school. The integrated
Food Edu-Care curriculum module used pedagogical practices that have the capacity to
integrate all intelligences, support children’s social learning and to create opportunities
for them to believe in their own capabilities through building self-efficacy and social
skills. The curriculum module expanded the classroom learning into the local community
and to places and people that were unfamiliar to the children. Making connections
within the schools local area enriched the learning experiences. The integrated Food
Edu-Care curriculum module can afford teachers the opportunity to use differentiated
teaching and learning methods to suit their classroom needs. However, significant time
is required when planning and preparing the resources required to take advantage of
this hands-on teaching methodology. This research used collaborative enquiry methods
which were important when involving members of the local community in learning and
this too requires time. Teacher’s professional development with regard to an integrated
Food Edu-Care curriculum module may also need consideration. Whether the DES would
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support such changes and allow teachers the time and resources required to facilitate
this type of learning is another question.
This research supports the idea of hot lunches for all schoolchildren, as it is often the
case that children in most need do not always attend DEIS schools. Indeed not all DEIS
schools are in receipt of the schools meals programme and this too requires further
financial investment. Facilitating social and emotional development (self-efficacy and
social skills) through caring relationships between the teacher, the researcher and the
children was one of the key findings of the curriculum module as evidenced during the
food and cooking lessons and during the ‘Pedagogic Meal’ in particular. The meal
experience afforded opportunities to provide compensatory care, commensality and
learning to help support children who may be experiencing poverty.
The findings of this research have shown that the integrated Food Edu-Care curriculum
module has the capacity to provide children with compensatory social and cultural
capital in education using supportive caring pedagogical practices through shared
cooking and eating experiences in school. However, school communities must have be
supported to allow them to include differentiated teaching and learning approaches.
They must also be equipped with essential resources and afforded autonomy over
school meals provision.
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INTRODUCTION/ RÉAMHRÁ
In November of 2018 a member of the Parents’ Committee from an inner city DEIS Gaelscoil contacted X
in the Technological University Dublin (TU Dublin), Cathal Brugha Street, to explore the possibility of the
university working with the school to develop a Pilot Food Project which could link in with the school
curriculum and also boost healthier eating practices in the school. This gave rise to an exploratory meeting
between Caroline McGowan (PhD candidate, TU Dublin) and the Principal, on 31st January 2019. This
proposal evolved from matters discussed at the meeting and from a subsequent meeting between both
parties on 05th March 2019. This revised proposal aims to take into consideration both the needs of the
school and the researcher.
I mí na Samhna 2018, rinne ball de Choiste na dTuismitheoirí ó Scoil teagmháil leis an X in Ollscoil
Teicneolaíochta Bhaile Átha Cliath (TU Dublin / OT Baile Átha Cliath) ag iarraidh a fháil amach an mbeadh
suim ag an ollscoil comhoibriú leis an scoil chun Tionscadal Píolótach Bia a fhorbairt a d'fhéadfaí a cheangal
le curaclam na scoile agus a d’fhéadfadh cur go suntasach le cleachtais itheacháin ní b’fholláine sa scoil.
Mar thoradh air seo, eagraíodh cruinniú machnamhach idir Caroline McGowan (iarrthóir PhD, OT Baile
Átha Cliath) agus Príomhoide, ar an 31 Eanáir 2019. Tháinig an togra seo chun cinn ó ábhair a pléadh ag
an gcruinniú agus ó chruinniú ina dhiaidh sin idir an dá pháirtí ar an 05 Márta 2019. Tá sé mar aidhm ag
an togra leasaithe aird a thabhairt ar riachtanais na scoile agus an taighdeora araon.
PROPOSAL/ TOGRA
This proposal is to design and deliver a pilot, voluntary, collaborative, integrated, in-school module in 3
blocks around ‘food’ to pupils from 4th, 5th and 6th classes with a view to expanding this to include a hot
lunch experience one day a week. Involvement in the module will be entirely voluntary. The content of
the module aims to dovetail the core school curriculum and to increase interdisciplinary learning, increase
children’s understanding of the link between food and care, and to develop social skills, confidence and
excitement about healthy eating. The module will link in with the primary curriculum of Language (English
and Irish), Mathematics, Social Environmental and Scientific education (SE) and Social Personal and Health
Education (SPHE). The overall learning outcomes/objectives will be designed collaboratively in
consultation with teachers and principal. Included in the module will be practical food-related visits to
local supermarkets, trips to TU Dublin kitchens, bakery, restaurant, and cooking demonstrations in TU
Dublin. This will reinforce learning for the children and also provide inspiration around future career
opportunities that are available to them.
Is éard atá sa togra seo ná modúl ionscoile píolótach, deonach, comhoibríoch, comhtháite a dhearadh
agus a sheachadadh i dtrí bhloc bunaithe ar chúrsaí 'bia' do dhaltaí ó ranganna 4, 5 agus 6, ag súil leis seo
a leathnú chun taithí le bia te ag am lóin a chur san áireamh lá amháin sa tseachtain. Beidh an
rannpháirtíocht sa mhodúl go hiomlán deonach. Tá sé mar aidhm ag ábhar an mhodúil curaclam lárnach
na scoile a cheangal le méadú na foghlama idirdhisciplíní, an tuiscint a bhíonn ag páistí ar an nasc idir
cúrsaí bia agus cúram a mhéadú, agus scileanna sóisialta, muinín agus spreagadh maidir le bia sláintiúil a
fhorbairt. Déanfaidh an modúl ceangal leis an gcuraclam bunscoile ó thaobh Teangacha de (an Béarla agus
an Ghaeilge), Matamaitic, Oideachas Sóisialta, Imshaoil agus Eolaíochta (SE) agus Oideachas Sóisialta,
Pearsanta agus Sláinte (OSPS). Dearfar na torthaí / cuspóirí foghlama foriomlána i gcomhar le múinteoirí
agus leis an bpríomhoide. Mar chuid den mhodúl beidh cuairteanna praiticiúla a bhaineann le cúrsaí bia
chomh fada le hollmhargaí áitiúla, turais go cistineacha, báicéireacht agus bialann OT Baile Átha Cliath
chomh maith le taispeántais cócaireachta in OT Baile Átha Cliath. Cuirfidh sé seo le foghlaim na bpáistí
agus spreagfaidh sé iad machnamh a dhéanamh ar na deiseanna atá ar fáil dóibh sa todhchaí.
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KEY PROJECT ELEMENTS/ PRÍOMHGHNÉITHE AN TIONSCADAIL

PhD Research Needs
Pre-pilot ‘knowledge and skills
status, consultation mid-May to
June or September to include
student lunch time observation,
teacher survey and student focus
group. Develop a plan with
teachers/ principal/Parents'
Council

School Needs
Pupil/Teacher - curriculum
enhancement
Pupil/Teacher -improved healthy
eating habits and integrated skills
Prinicpal/ Board- research based
resource materials for funding
development opportunities?

Mid-pilot (December 2019) and
post-pilot evaluations (Mid
May/June)

Produce a cook-book/ food story
book for children

Design and develop an integrated
food-based module, a children's
cook-book and a pedagogical
guide for teachers.

Produce a Pedagogical Guide for
teachers to accompany the cookbook

Assess the value of the module

OPPORTUNITIES FOR DISCUSSION AND COLLABORATION/ DEISEANNA DON PHLÉ AGUS DON
CHOMHOIBRIÚ
The researcher proposes to meet with the teachers and principal frequently during the pre-pilot phase to
discuss their curricular/hidden curricular needs and to decide on appropriate content for the classes.
Evaluation meetings shall be scheduled mid-pilot to reassess and discuss any other areas for inclusion in
the modules.
Tá sé i gceist ag an taighdeoir bualadh leis na múinteoirí agus leis an bpríomhoide go minic le linn na
tréimhse réamh-phíolótaí chun a gcuid riachtanais churaclaim / curaclaim fholaithe a phlé agus chun
ábhar cuí a shocrú do na ranganna. Déanfar cruinnithe meastóireachta a sceidealú i lár an tionscadail
phíolótaigh chun aon réimsí eile atá le cur san áireamh sna modúil a athmheas agus a phlé.
There is a requirement to have another person (for example, teacher/assistant) present alongside the
researcher from an ethical standpoint for the duration of the module.
Tá sé riachtanach go mbeadh duine eile (mar shampla, múinteoir / cúntóir) i láthair taobh leis an
taighdeoir ó thaobh na heitice de le linn thréimhse an mhodúil.
Still photographs without individual faces will be taken on an occasional basis to include in the cook-book
with the approval of the school. A group photograph may be included with appropriate permissions.
Tógfar grianghraif gan aghaidheanna aonair ar bhonn ócáideach chun iad a chur san áireamh sa leabhar
cócaireachta le faomhadh na scoile. Féadfar grianghraf grúpa a chur san áireamh leis na ceadanna cuí.
In Block 1-3 class session the food and additional equipment/tools required for the module will be funded
by the researcher. However, funding for the hot food lunch experience on Fridays will need to be
addressed with other funders or sponsors.
I mBloc 1-3 den seisiún ranga maoineoidh an taighdeoir an bia agus an trealamh / na huirlisí breise a
bheidh ag teastáil don mhodúl. Mar sin féin, caithfear aghaidh a thabhairt ar mhaoiniú don taithí lón le
bia te ar an Aoine le maoinitheoirí nó urraitheoirí eile.
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THE FOOD MODULE - SCHEDULE AND TIMELINE/ AN MODÚL BIA – CLÁR AGUS AMLÍNE
The suggested food module will be delivered in three blocks, two eight-week blocks and one four-week
block from September 2019 to June 2020. In all three blocks the food module will be delivered in Irish
with some English during one 45-minute in-school session per week (October 2019 to December 2019,
February 2020 to April 2020 and April 2020 to May 2020) with a view to expanding this to include a hot
lunch experience once a week (suggested Friday Lunch) from February 2020 to May 2020.
Déanfar an modúl bia a mholtar a sheachadadh i dtrí bhloc, dhá bhloc d’ocht seachtaine agus bloc amháin
de cheithre seachtaine ó mhí Mheán Fómhair 2019 go Meitheamh 2020. I ngach ceann de na trí bhloc
seachadfar an modúl bia trí mheán na Gaeilge le roinnt Béarla le linn seisiún scoile amháin a mhairfidh 45
nóiméad gach seachtain (Deireadh Fómhair 2019 go Nollaig 2019, Feabhra 2020 go hAibreán 2020 agus
Aibreán 2020 go Bealtaine 2020) ag súil leis seo a leathnú chun taithí le bia te ag am lóin a chur san áireamh
lá amháin sa tseachtain (Lón ar an Aoine molta) ó mhí Feabhra 2020 go Bealtaine 2020 .
Block 1 will incorporate topics from food safety and the food pyramid to food labelling, processed foods,
food and care and introductory cooking skills.
Cuimseoidh Bloc 1 topaicí ó shábháilteacht bia agus ón bpirimid bia go lipéadú bia, bianna próiseáilte, bia
agus cúram agus réamhscileanna cócaireachta.
Block 2 will develop from the groundwork started in Block 1 and will also include aspects of food and care
with the addition of the practical elements such as the Friday lunchtime experience titled ‘Care for Some
Lunch?’. The lunchtime session will also provide an opportunity to focus on important social aspects of
preparing and eating food together. Children may be asked to bring their own cutlery, plate, (which could
be labelled and stored in the school for the duration of the project) cup and toothbrush (brought in
specifically on Fridays). This will improve learning around general hygiene and the also support a positive
environmental message cutting down on the need for disposable products and waste.
Forbrófar Bloc 2 ón mbunobair a chuirfear tús leis i mBloc 1 agus cuimseoidh sé gnéithe de chúrsaí bia
agus cúram chomh maith le gnéithe praiticiúla ar nós an taithí lóin ar an Aoine dar teideal ‘Care for Some
Lunch?’. Tabharfaidh an seisiún am lóin deis freisin díriú ar ghnéithe tábhachtacha sóisialta a bhaineann
le bia a ullmhú agus a ithe le chéile. D'fhéadfaí iarraidh ar pháistí a sceanra, a bpláta féin (a d'fhéadfaí a
lipéadú agus a stóráil sa scoil le linn an tionscadail) cupán agus scuab fiacla (don Aoine go sonrach) a
thabhairt isteach. Feabhsóidh sé seo an fhoghlaim maidir leis an sláinteachas ginearálta agus tacóidh sé
freisin le teachtaireacht dhearfach comhshaoil a laghdóidh an gá atá le táirgí indiúscartha agus le
dramhaíl.
The hot lunch will be cooked by researcher (using the existing facilities) assisted by
teacher/principal/volunteer and the participating children. Food will be served to the other pupils by the
children who are participating in the module. The weekly Friday menu will be developed to incorporate
foods discussed during the sessions in Blocks 1 and 2 with variations over the months. There will be an
emphasis on nutritious, low-cost, plant-based foods keeping in line with recommended nutritional
standards. The school has already expressed concern around ‘treat’ day on Friday, and so with this is mind,
suitable ‘treat’ alternatives may be investigated. Students who are not completing the module will have
the opportunity to be included in the experience by preparing the room for lunch with activities such as
laying the table, organising and tidying the room for lunch. The food offering on Fridays will also include
the lunch already provided to the school. Children will then have a choice as to which one they would
prefer to eat, the new hot lunch or the existing lunch.
Déanfaidh an taighdeoir (ag baint úsáid as na háiseanna atá ann cheana) an lón te a chócaráil agus
cabhróidh an múinteoir / príomhoide / oibrí deonach leis agus leis na páistí a bheidh ag glacadh páirte.
Cuirfidh na páistí atá páirteach sa mhodúl bia ar fáil do na daltaí eile. Forbrófar an biachlár seachtainiúil
don Aoine chun bianna a phléitear le linn na seisiún i mBloc 1 agus i mBloc 2 a ionchorprú le héagsúlachtaí
thar na míonna. Leagfar béim ar bhianna cothaitheacha, ar chostas íseal, bunaithe ar phlandaí atá ag
teacht leis na caighdeáin chothaithe a mholtar. Tá imní curtha in iúl ag Scoil cheana féin faoin lá ‘treat’ ar
an Aoine, agus mar sin táthar ag súil go mbeifear in ann smaoineamh ar mhalairtí oiriúnacha. Beidh deis
ag daltaí nach bhfuil an modúl á chomhlánú acu a bheith mar chuid den taithí tríd an seomra a ullmhú
don lón le gníomhaíochtaí ar nós an tábla a leagan, an seomra a eagrú agus a shlachtú don lón. Áireoidh

363

an tairiscint bia ar an Aoine an lón a chuirtear ar fáil don scoil cheana féin. Beidh rogha ag na páistí ansin
cén ceann is fearr leo a ithe, an lón te nua nó an lón reatha.
Block 3 (April 2020 to May 2020) will consist of a four-week block, the weekly 45-minute sessions will be
used to develop the children’s cookbook/food story book which will incorporate transversal skills such as
project planning, researching, decision-making, groupwork, photography, video making, drawing,
illustrating, writing accurately, editing, proofreading, and designing. TU Dublin Academic Press will be
invited to assist with publication of the cook-book online.
Is éard a bheidh i mBloc 3 (Aibreán 2020 go Bealtaine 2020) ná bloc de cheithre seachtaine, bainfear úsáid
as na seisiúin sheachtainiúla 45 nóiméad chun leabhar cócaireachta / scéalta bia na bpáistí a fhorbairt a
chuimseoidh scileanna trasnaí amhail pleanáil tionscadail, taighde, cinnteoireacht, grúpobair,
grianghrafadóireacht, déanamh físeáin, líníocht, léiriú, ag scríobh go cruinn, eagarthóireacht, léamh
profaí, agus dearadh. Tabharfar cuireadh do TU Dublin Academic Press cuidiú le foilsiú an leabhair
cócaireachta ar líne.

Day (TBC) 45
minute session

Block 1 2019
(8 weeks)
Oct
Nov

Block 2 2020
(8 Weeks)
Feb
Mar

45

45

45

45

90

90

90

135

135

135

45

Friday (TBC)
lunchtime 90
minute session
TOTAL TIME
PER WEEK
(MINS)

45

45

Block 3 2020
(4 weeks)
Apr

CLASS TEACHING PLANS AND ACTIVITIES/ PLEANANNA TEAGASIC AGUS GNÍOMHAÍOCHTAÍ RANGA
The overall Food Module learning outcomes are to:
1.
2.
3.

Increase interdisciplinary learning and cross-curriculum links.
Increase children’s understanding of the link between food and care.
Develop social skills, confidence and excitement about healthy eating.

Class teaching plans will be designed for each in-school session and each practical Friday session at least
six weeks in advance in collaboration with teachers. A sample lesson plan is provided in this proposal. This
is a suggestive plan to give an idea of the types of lessons that can be provided, all of which can be
modified depending on the needs and interests within the school (Appendix A).
Is iad na torthaí foghlama foriomlána ag an Modúl Bia ná:
1.
2.
3.

Foghlaim idirdhisciplíneach agus naisc thraschuraclaim a mhéadú.
Tuiscint na bpáistí ar an nasc idir cúrsaí bia agus cúram a mhéadú.
Scileanna sóisialta, muinín agus spreagadh a fhorbairt maidir le bia sláintiúil a ithe.

Dearfar pleananna teagaisc ranga do gach seisiún scoile agus gach seisiún praiticiúil ar an Aoine sé
seachtaine roimh ré ar a laghad. Cuirtear plean samplach ceachta ar fáil. Is plean idéalach é seo chun blas
a thabhairt ar na cineálacha ceachtanna is féidir a sholáthar ar féidir iad go léir a mhodhnú ag brath ar
riachtanais agus ábhair spéise laistigh den scoil (Aguisín A).
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OVERVIEW OF FOOD MODULE SHOWING THE CROSS CURRICULAR LINKS/ FORLÉARGAS AR AN MODÚL
BIA A LÉIRÍONN NA NAISC THRASCHURACLAIM

EHTICS DRAFT/DRÉACHT EITIC
1.

The research will be conducted in compliance with TU Dublin’s requirements for research
involving human subjects
http://www.dit.ie/researchenterprise/researchsupport/integrityethics/.
2. The researcher will have current Garda Vetting.
3. The researcher has successfully completed Tusla (An Ghníomhaireacht um Leanaí agus an
Teaghlach) ‘Introduction to Children First’ E-Learning programme
https://www.tusla.ie/children-first/publications-and-forms/.
4. The research will take full account of the School’s policies and practices for health and safety of
children both on-site and off-site, including policies about food allergies.
5. No personal or private data regarding school staff, children or parents/guardians will be sought
at any time as required under EU GDPR legislation.
6. Any images/photographs or videos taken for research purposes which involve human subjects
will be taken/made only following appropriate permissions. Such images/photographs or videos
will be stored securely and never shared electronically through phones or other social media with
parties outside of the research project.
7. Any statistical data required for the research will be sourced only from appropriate school
sources and only with the approval of school management.
8. The school retains the right to change or terminate research permissions at any time.
9. School management may observe any aspect of the research conducted with its pupils at any
time.
10. School management may approve or reject any aspect of the research implementation, outputs
or dissemination, as they consider appropriate.
11. Any publications arising from the research in the school will be provided to the school for
comment and/or approval in advance.
POSSIBLE OUTCOMES/ TORTHAÍ A D’FHÉADFADH A BHEITH I gCEIST
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The ‘outputs’ of the pilot should include the following:
1.
2.
3.

4.
5.
6.

A significant increase in food awareness among participating children.
Development of basic cookery skills among the children.
An online, downloadable ‘cook-book’ or ‘food storybook’ in both Irish and English suitable for
the target age group and designed with the collaboration of the children, emphasising the crosscurricular knowledge and skills developed in the process of preparing the cook-book.
A pedagogical guide for teachers in both Irish and English to use the ‘cook-book’ as a sustainable
tool in any primary school context.
An initial plan to provide a warm lunch option for the school.
Data and evidence to apply to the Department of Education and Skills (DES) or other funding for
resources to provide warm lunch-time meals.

Ba chóir go mbeadh na nithe seo a leanas san áireamh in ‘aschur’ an tionscadail phíolótaigh:
1.
2.
3.

4.
5.
6.

Méadú suntasach ar an bhfeasacht bia i measc na bpáistí ag glacadh páirte.
Forbairt ar scileanna bunúsacha cócaireachta i measc na bpáistí.
'Leabhar cócaireachta' nó 'leabhar scéalta bia' ar líne atá in-íoslódáilte sa Ghaeilge agus sa
Bhéarla araon atá oiriúnach don sprioc-aoisghrúpa agus atá deartha le comhoibriú na bpáistí, ag
cur béim ar an eolas agus ar na scileanna traschuraclaim a forbraíodh le linn ullmhú an leabhair
cócaireachta.
Treoir oideolaíoch do mhúinteoirí sa Ghaeilge agus sa Bhéarla araon chun an ‘leabhar
cócaireachta' a úsáid mar uirlis inbhuanaithe in aon chomhthéacs bunscoile.
Plean tosaigh chun rogha lóin the a sholáthar don scoil.
Sonraí agus fianaise le bheith bainteach leis an Roinn Oideachais agus Scileanna (ROS) nó maoiniú
eile le haghaidh acmhainní chun béilí teo ag am lóin a sholáthar.

KEY PERSONNEL/ PRÍOMHPHEARSANRA
As a TU Dublin’s Master’s graduate Caroline McGowan is currently pursuing a PhD under the supervision
of Dr. Kathleen Farrell and Dr. Anne Murphy. Caroline has over 18 years professional and academic
experience in the Business, Hospitality, Catering and Culinary Arts sectors.
APPENDIX A - SAMPLE LESSON PLAN/ AGUISÍN A - PLEAN CEACHTA SAMPLACH
Lesson title: Food Label Detectives – investigating food labels, comparison and packaging
Curriculum Links:
1.

SPHE (Oideachas Sóisialta, Pearsanta agus Sláinte (OSPS)

Strand: Myself.
Strand Units: Taking care of my body, making decisions (caring for body through food).
Strand: Myself and the wider world.
Strand Unit: Media Education (food advertising, marketing).
2.

English/Irish (Béarla/Gaeilge)

Strand: Oral Language
Strand Unit: Developing cognitive abilities through oral language (discussions)
Strand: Reading
Strand Unit: Developing cognitive abilities through language (food related poetry and stories, reading food
labels, recipes, packaging)
Strand: Writing
Stand Unit: Developing cognitive abilities through language
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3.

Mathematics (Matamaitic)

Strand: Measures
Strand Units: Weight, time, money (euro) (shopping, cost of a recipe, processed foods)
4.

Geography (Oideachas Sóisialta, Imshaoil agus Eolaíochta)

Strand: Environmental awareness and care
Strand Units: Environmental awareness, caring for the environment
5.

Science (Oideachas Sóisialta, Imshaoil agus Eolaíochta)

Strand: Materials
Strand Unit: Properties and characteristics of materials (packaging and plastics)
Strand: Environmental awareness and care
Strand Unit: Science and the environment
Main learning outcomes/objectives for the lesson:
1.
2.
3.
4.
5.

To differentiate between whole foods and processed foods.
Explain food labels on pre-packaged foods showing, ingredients, the nutritional content, the use
by dates/sell by dates, storage, weight, grams, kilos etc.
To make comparison of price between whole foods and processed foods.
To investigate packaging in particular plastics and the environmental impact
To investigate marketing and advertising of processed foods example cereals (online/offline).

Relationship to the overall Learning Outcomes for the module:
1.
2.
3.

Involves cross curricular links
Creates opportunity to investigate real life everyday packaged foods and what they may contain.
Children are encouraged to investigate and offer their opinions.

Time available in minutes: 45
Main teaching and learning activities:
1.

2.
3.

4.
5.

Demonstrate/recognise the differences between processed and whole foods, for example, fresh
tomato, tinned tomato, tomato puree, dried tomato soup or blueberries/ blueberry
muffin/blueberry pancakes/jam.
Breakfast discussion, what do we like to eat?
Comparisons/ Nutrition Content/ Packaging Materials, colours/ Cost/ Marketing materials:
Display a variety of cereals, porridge, popular whole cereals, popular children’s cereals and socalled healthy cereals.
Investigate the labels on all packaged foods. Look for fat/sugar and energy
Discuss the healthy eating guidelines

Teaching staff involved Researcher and teacher
Venue/s: School Classroom
Minutes

Content

5 mins

Settling and
regrouping
Recapping on
previous lesson

5 mins

What teacher is
doing
Playing music

What pupils are
doing
Chatting

Review the prior
learning unit, use
of prompts

Raising hands,
recalling learning
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Resources and materials needed
Speaker

10 mins

Introducing
today’s topic

Introduce fresh and
processed foods.
Explain the
difference between
whole foods and
processed foods.

10 mins

Breakfast

Ask what are
favourite foods for
breakfast,
importance of
breakfast
Display cereals

10 mins

Packaging of
processed
foods

5 mins

Settling and
winding down

Discuss and
recognise the
different types of
food packaging,
cardboard, plastic,
aluminium,
recycling
Short meditation

Encourage children
to pick up and touch
the foods, tinned
tomato. Dried
tomato soup, freshly
cut tomato,
blueberries/muffin
look at the labels.
Take notes in journal
Children look at the
labels, touch smell
and taste the
products. Discuss the
packaging
(marketing), colours,
appeal cost
Touch feel the
packaging. Imagine
what happens when
it is put in the bin,
where does it go,
effect on the
environment
Relaxing
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Fresh Tomato, Tinned tomato,
dried tomato soup, tomato puree,
blueberries, blueberry muffin

3 cereals

Handouts/Journals/pencils

Appendix M Draft Integrated ‘Food and Cooking’ Module Class Plans Block 1
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BROAD OVERALL AIM OF THE PROPOSED INTEGRATED FOOD AND COOKING MODULE
The overall aims of the Proposed Integrated Food and Cooking Module is to:
Increase interdisciplinary learning and cross-curriculum links.
Increase healthy eating patterns among pupils.
Develop social skills, confidence and excitement about healthy eating.
BROAD OVERALL LEARNING OBJECTIVES
The overall learning objectives of the Proposed Integrated Food and Cooking Module is to:
To learn about food, nutrition and everyday cooking by incorporating knowledge from the
established core curriculum of Mathematics, Language, SESE, SPHE, Visual Arts to develop and
extend literacy, numeracy and social skills.
To understand how to identity, prepare and cook everyday foods while simultaneously
reinforcing a positive attitude to food and fostering care and respect for others.
To enable pupils to develop their creativity and apply the knowledge and skills gained to
produce everyday food and a food book.
RELEVANT LEARNING OBJECTIVES WITHIN THE FOOD AND COOKING MODULE
In engaging with the food and cooking module, the pupils should be able to:
1. Recognise and communicate clearly the different foods, meat, fish, dairy, fruits and
vegetables.
2. Prepare and cook a variety of foods for exploring and tasting.
3. Understand and apply the vocabulary particular to food, cooking, and nutrition.
4. Strengthen respect, caring and sharing with others.
5. Explore and develop ideas by preparing and developing recipes, writing and designing
a ‘foodbook’.
6. Develop an interest in food and nutrition and cultivate positive food related habits
while developing a range of skills such as collaboration, problem solving and creativity.
SPECIFIC INTENDED LEARNING OUTCOMES FOR THE FOOD AND COOKING MODULE (BLOCK
1)
By the end of the module the pupils should
KNOW:
a. The appearance, names, scents and origins of common fresh fruits and vegetables and
some exotic varieties.
b. The costs of different fruits and vegetables in the supermarket.
c. The names and cookery use of common fruits and vegetables.
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d. How cooking recipes are organised.
e. How foods and liquids are weighed and measured (sugar, flour, milk, cream).
f.

The main types of fresh fish used in Irish family meals and how chefs prepare fresh fish
for cooking.

g. About safety arrangements in a kitchen and what to do in an emergency.
h. The different animals and the different kinds of meats usually available at a
supermarket meat counter.
i.

The difference between fresh meats, processed meats and cold meats.

j.

Where eggs come from and the difference between hens’ eggs, duck-eggs, quail eggs.

k. About the different cooking methods for eggs boil, fry, poach and scramble eggs.
l.

What a wholegrain is and the difference between a wholegrain and a processed grain
and the names and appearance of common breads available in supermarkets.

m. What a professional, or artisan, bakery looks like and what is made is a bakery.
n. The importance of hygiene and manners when preparing and cooking food; and care,
kindness and respect when serving, sharing and eating together.
UNDERSTAND:
a. The nutritional value of common fresh fruits.
b. The nutritional value of vegetables in healthy eating.
c. The basics of a balanced meal when planning meals.
d. The need for hygiene and safety when handling foods.
e. The nutritional value of meat in our diet.
f.

The nutritional value of eggs in our diet.

g. The differences between yeast breads, flat breads, wraps, pancakes.
h. The nutritional value of wholegrains in our diet.
i.

How cooking temperatures are calculated and used in everyday cooking.

j.

The ingredients bakers use for making bread and cakes.

k. How bread is prepared and baked.
l.

How to make others feel respected and cared when eating together.

BE ABLE TO/COMPETENCE:
a. Plan and prepare simple fresh fruit dessert-snacks suitable for school lunches.
b. Prepare a lunch time snack using a variety of vegetables.
c. Weigh out dry ingredients for common cooking recipes.
d. To use a thermometer.
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e. Select suitable pots and pans for different cooking purposes.
f.

Make a 3 ingredient cookie (for sampling).

g. Discuss their knowledge and food preferences with other giving good reasons for
them.
h. Discuss their meat preferences and favourite meat-based meals.
i.

Plan and make meat based sandwiches for school lunches.

j.

Plan suitable snacks using cold meats.

k. Find different uses for eggs in cooking recipes.
l.

Separate white from yokes.

m. Whip egg-whites for meringues.
n. Find a suitable recipe for brown scones and prepare batches for cooking.
o. Plan salad sandwiches, toasted sandwiches and wraps filled with fresh fruits,
vegetables and cold meats.
p. Discuss their own preferences for breads and cakes, baking as a career and other
careers in the food and cooking world.
q. Be able to prepare, share and appreciate food with other pupils.
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OVERVIEW OF HOW THE FOOD AND COOKING INTEGRATED MODULE (BLOCK 1) LINKS TO THE PRIMARY CURRICULUM (4 TH CLASS)

LESSON PLAN BLOCK 1

CURRICULUM INTEGRATION

SUBJECT INTEGRATION

SESSION 1

All about Fresh Fruits

Mathematics, Language, SESE, SPHE, Visual
Arts

Mathematics, English/Irish, Science, SPHE, Visual
Arts

SESSION 2

All about Vegetables and Herbs

Mathematics, Language, SESE, SPHE, Visual
Arts

Mathematics, English/Irish, Science, SPHE, Visual
Arts

SESSION 3

All about Weights and Measures, Kitchen Utensils

Mathematics, Language, SESE, SPHE, Visual
Arts

Mathematics, English/Irish, Science, SPHE, Visual
Arts

SESSION 4

Study Visit to TU Dublin to Watch Chefs in Action (Fish)

Language, SESE, SPHE

English/Irish, Science, SPHE

SESSION 5

All about Meat and Animals

Mathematics, Language, SESE, SPHE, Visual
Arts

Mathematics, English/Irish, Science, SPHE, Visual
Arts

SESSION 6

All about Eggs

Mathematics, Language, SESE, SPHE, Visual
Arts

Mathematics, English/Irish, Science, SPHE, Visual
Arts

SESSION 7

All about Breads and Temperature

Mathematics, Language, SESE, SPHE, Visual
Arts

Mathematics, English/Irish, Science, Geography,
SPHE, Visual Arts

SESSION 8

Study-visit to the TU Dublin Bakery School

Mathematics, Language, SESE, SPHE, Visual
Arts

Mathematics, English/Irish, Science, SPHE, Visual
Arts
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DETAILED VIEW OF HOW THE FOOD AND COOKING INTEGRATED MODULE (BLOCK 1) LINKS TO THE PRIMARY CURRICULUM (4TH CLASS)
PRIMARY CURRICULUM

FOOD AND COOKING INTEGRATED MODULE

CLASS

SUBJECT

STRAND

STRAND UNIT

LEARNING OUTCOME

LEARNING OUTCOME

4TH

Mathematics

Number

1.Fractions
2.Operations

1. Solve and complete practical
tasks and problems involving
fractions.
2. Solve and complete practical
tasks and problems involving
division of whole numbers

Shape and Space

3-D shapes

Construct 3-D shapes from 2-D
shapes

Know how to prepare fruits and vegetables in different
ways, chopping, slicing, this can be used to demonstrate
fractions for example, ½, ¾, of a piece of fruit or
vegetable. Using measuring spoons and litres to
demonstrate the same.
Understand the monetary value of buying a food, bulk
food, frozen food, fresh food
Pupils to construct a 3-D food pyramid from a 2-D shape
when learning about the Food Pyramid

Measures

1.Weights
2.Capacity
3. Money – Euro
4.Length

1. Estimate, compare, measure
and record the weight of a variety
of objects using appropriate
measurements (kg, g) and
selecting suitable instruments of
measurement.
2. Estimate, compare, measure
and record capacity using
appropriate metric units (l, ml)
and selecting suitable instruments
of measurement.
3. Solve and complete practical
one step and two step problems
and tasks involving the addition,
subtraction, multiplication and
simple division of money.
4. Estimate, compare, measure
and record lengths of a wide
variety of objects, using
appropriate metric
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Know how foods are weighed and measured (sugar,
flour).
Understand how dry and wet foods/liquids are
measured pounds, ounces, grams and kilograms. Be
able to weigh out dry ingredients for common cooking
recipes. Be able to use a mechanical and an electronic
weighing scale.
Understand how liquids are measured millilitres, litres.
Be able to use a measuring jug and other utensils.
Know the everyday costs of common fruits and
vegetables. The monetary value of buying a food, bulk
food, frozen food, fresh food.
The Carrot Top Experiment - Measure (with a ruler) and
record the growth and any change in the coming weeks.

Science

Living Things

Human Life – Human life
processes

measurements, and selecting
suitable instruments of
measurement.
Develop an awareness of the
importance of food and energy
for growth.

Plant and animal life –
Processes of life

Investigate the factors that affect
plant growth. Discuss simple food
chains.

Energy and Forces

1.Heat
2.Light

Materials

1.Materials and change –
Heating and Cooling
2. Mixing and Other
Changes

1.Learn that heat can be
transferred, recognise that
temperature is a measurement of
how hot something is, measure
changes in temperature using a
thermometer.
2.Learn that light is a form of
energy and recognise that the sun
gives us heat and light, without
which people and animals could
not survive.
1.Explore the effect of heating
and cooling on a range of liquids,
solids and gases.
2. Investigate how materials may
be changed by mixing.
Examine the changes that take
place in materials when physical
forces are applied.
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Understand the nutritional value of common fruits,
vegetable, meat, fish, eggs and bread and its
importance for the body.
Be able to plan and prepare simple fresh fruit dessertsnacks suitable for school lunches.
Be able to prepare a lunch time snack using a variety of
vegetables.
Conducting the Carrot Top Experiment shows how
shows how you can grow plants from plant parts and
the natural life cycle.
Know about the food pyramid and how plant and
animal life contribute to our diet.
Be able to use a thermometer and use the oven to set
temperature.
Using the Carrot Top Experiment to demonstrate the
effects of light and heat from the sun on growth.

Know the different methods of cooking (boiling,
roasting, steaming, baking, frying).
Know about the different cooking methods for eggs boil,
fry, poach and scramble eggs.
Whip egg-whites for meringues.
Separate whites from yokes.

Explore some simple ways in
which materials may be
separated.
Geography

Human Environments

People and Other Lands

SPHE

Myself

Taking care of my body –
Food and Nutrition

Myself and the Wider
World

Study some aspects of the
environments and lives of people
in one location in Europe and in
one location in another part of
the world (location of these areas,
food and farming)
Differentiate between a healthy
and an unhealthy diet and
appreciate the role of balance and
moderation.
Recognise the wide choice of food
available and categorise food into
the four main food groups and
their place on the pyramid

Know and recognise the different breads from around
the world.

Self -Identity Developing Self
Confidence

Enhance his/her own learning,
express personal opinions,
feeling, thoughts, and ideas with
growing confidence, become
increasingly responsible and
autonomous.

Be able to discuss and express their preferences,
opinions and attitudes throughout the course of the
module.
Become responsible for a certain job within a group
when cooking together.

Developing citizenship –
My School Community

Discuss and explore the concepts
of sharing and co-operating and
the ways in which they can be put
into practice in an effective
manner

Be able to prepare and share food with other pupils.
Understand how to make others feel respected and
cared when eating together.
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Understand basic nutritional information calories,
energy, fats, carbohydrates, protein.
Know the appearance, shape and origin of common
fruits, vegetables, meat, fish, eggs and bread.

Language

Oral

Developing Cognitive
abilities through oral
language

Reading

Emotional and
Imaginative development
through language
Developing Cognitive
abilities through
language
Making Drawings

Writing

Visual Arts

Drawing

Justify personal likes and dislikes.
Discuss what he/she knows of a
particular topic or process as a
basis for encountering new
concepts
Engage in talk about books

Discuss their food preferences and give reasons for
these. Discuss different careers in the culinary world.
Be able to select different cooking utensils, pots and
pans for different cooking purposes.

Write in a variety of genres with
greater sophistication

Plan a simple lunch time options using fruit, vegetables,
cold meats, cheese and breads.

Draw from observations

The pupils will draw/illustrate different foods, for
example pasta, drawing the structure of wholegrains
and eggs.
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Know what a recipe is, how to read a recipe, and, know
the common symbols used in recipes

TEACHING METHODS/PEDAGOGICAL APPROACH
A flexible approach to pedagogy where experiential learning will be used to encourage critical thinking, collaboration, literacy and creativity.
TEACHING APPROACH

1

2

3

Direct teaching, demonstration,
activity-based methods,
discussion.

Direct teaching, demonstration,
activity-based methods and
discussion.

Demonstration and questioning,
activity based and discussion.

ASSESSMENT APPROACH

RESOURCES FOR PUPILS

MATERIALS/EQUIPMENT FOR THE CLASS

Teacher observation, understanding
skills and attitudes through: oral
work, All About Fresh Fruit Activity
Sheet (portfolio of pupils work).

Individual children's folders.
Kitchen Rules Safety Poster. Fruit
Name Cards
All About Fresh Fruit Activity Sheet
Descriptive word cards
Food Pyramid, Posters and power
point aids

Aprons, hats, tea towels, selection of fruits, Paper
bowls/plates, skewers
3 spiralisers, chopping boards, suitable knives, cocktail
sticks, juicer/squeezer
different tomato varieties, pencils, paper Individual
folders, colouring pencils.

Teacher observation, understanding
skills and attitudes through: oral
work, All About Vegetables and
Herbs Activity Sheet (portfolio of
pupils work), Carrot Top Experiment
Sheet.

Teaching observation, All About
Weights and Measures Activity Sheet
for portfolio, questioning

All About Vegetables and Herbs
Activity Sheet
Carrot Top Experiment sheet
Food/herb pairings information
Food Pyramid. Posters and power
point aids. Organic garden visit
video

All About Weights and Measures
Activity Sheet. Posters and power
point aids
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Aprons, hats, tea towels, selection of vegetables,
Cocktail sticks, pencils, paper. Chopping boards suitable
knives, spiraliser (3), small plates/bowls, vegetable
peeler, olive oil, honey, soy sauce. 5 fresh herbs (mint,
basil, parsley, rosemary, thyme)
Small jars (9) with numbers 1- 3. Onions, Garlic, Bread,
Tomatoes, Garlic crusher, Knives, Chopping board, Salt
pepper Olive oil
Aprons, hats, tea towels. Flour, sugar, oats, wheat germ,
desiccated coconut, rice flour, baking powder, salt,
Bananas (6), Mechanical scale, Electronic scale, Glass
bowls (3), Small containers for measuring out
ingredients (2 x 3 tables), Baking trays (3), Measuring
spoons (3). Cup of sugar, bag of apples, 2 portions of

butter, glass of water) Timer, Recipe book, A selection of
pots and pans, Glass thermometer (3), Digital
thermometer (1), Magnifying glass (3), Jugs (3), Power
point cooking methods

4

5

6

Safe food handling, food
hygiene, demonstration and
interactive session with the
pupils.

Direct teaching, video,
questioning, activity based,
discussion

Direct teaching, activity based,
demonstration, discussion, video

Teacher observation (attitudes to
fish, food preferences, knowledge,
food hygiene check that the person
demonstrating is ready food hygiene
compliant -wash hands, hat, apron,
what do they think about food as a
career). All About Fish Sensory Sheet.

Teacher observation, prediction
activity sheets, All About Meats and
Animals Activity Sheet, portfolio,
creating a Recipe Mood Board.

All About Eggs Activity Sheet,
portfolio, Floating Eggs Experiment,
Egg in a Bottle Experiment, Bouncy
Egg, making meringues

All About Fish Sensory Sheet.
Poster and power point aids

Presentation animals and meats.
Local butcher video
Poster and power point aids
All About Meats and Animals
Activity Sheet.

All About Eggs Activity Sheet
Images of animal and their eggs
including fish eggs caviar.
Egg posters and presentations,
image of egg structure. Video of
cooking different eggs (boiled,
fried)
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Shop samples of fish
Fish poster
Aprons, hat, tea towels, selection of covered meats.
Sandwich maker, Chopping boards, Knives, Spreads,
mayonnaise, Cold meat (chicken, turkey, beef, ham,
salami), Breads/wraps/rolls, Lettuce/crackers Large
sheets paper, scissors, Glue. Meat frying pan, oil, bowls,
Forks

Aprons, hat, tea towels. A selection of eggs, quail duck
and hens, fish eggs
Selection of fresh and out of date eggs, a couple of hardboiled eggs
Measuring jug (3) vinegar, Yoghurt pots (6), glasses (6),
egg slicers (3), Electric hand whisk (3), Hand whisk (3),
Clean glass bowls (9), bowls for separating eggs

7

8

Direct teaching, activity based,
activity sheets and portfolio,
discussion

All About Breads and Temperature
Activity Sheet, making and baking
scones, planning sandwiches

All About Breads and Temperature
Activity Sheet
Scone recipe
World map
Images of different breads from
around the world. Poster and
presentation aids

Demonstration and interactive
session with the pupils

Teacher observation (bread
preferences, knowledge, becoming a
baker, working early hours). All
About the Bakery Sensory Sheet

All About the Bakery Sensory Sheet

Some wholegrains, A selection of breads (wholegrain
and white), Wholegrain pasta, brown rice, oats, pastries,
biscuits and, white pasta., Chopping board, Knives,
Plates, Magnifying glass.
Scone ingredients, Bowls, Scone cutters
Rolling pin Weighing scales Measuring jug
Oven trays Baking parchment Butter Knives Bowls,
Mechanical and electric thermometer
Pens/pencils

Pens/pencils

FOOD AND COOKING MODULE CLASSROOM SET UP
NUMBER OF PUPILS: 16

NUMBER OF TABLES: 3.

CHILDERNS RESOURCES: Individual folders and Individual Activity sheets for every session.

FOOD RESOURCES: Set of two, one for each table.

EQUIPMENT: Set of two, one for each table (in as much as possible.

TEACHER/RESEARCHER: Set of equipment and food.

FOOD AND COOKING MODULE AREA IN CLASSROOM: Notice board space to display work, books, folders, posters, equipment, containers etc.
HANDWASH FACILITY: In classroom.

COOKING FACILITY: Kitchen/canteen area.
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CLASS PLANS FOR FIRST 8 SESSIONS (BLOCK 1)
LESSON 1: ALL ABOUT FRESH FRUITS
SUBJECT INTEGRATION: Mathematics, English/Irish, Science, SPHE, Visual Arts.
INTENDED LEARNING OUTCOMES: at the end of this class session the pupils should:
a.

Know the appearance, names, scents and origins of common fresh fruits.

b.

Know the costs of different fruits in the supermarket (prices).

c.

Understand the nutritional value of common fresh fruits.

d.

Be able to plan and prepare simple fresh fruit dessert-snacks suitable for school lunches.

FOOD SKILLS: Safe food handling, food hygiene, knife skills soft foods, chopping, using a spiraliser, mixing, arranging fruits.
TEACHING METHODS: Direct teaching, demonstration, activity-based methods, discussion.
ASSESSMENT METHOD/S: Teacher observation, understanding skills and attitudes through: oral work, All About Fresh Fruit Activity Sheet (portfolio of pupils work).
Timing

Teacher 1 activities

FIRST 3
MINS

Explain to the class the objective of the food and cooking module and the plan for the
year in particular the ‘food book’. Show a sample of what the book might look like in the
end. Explain the book and the need for taking photographs throughout all the sessions.
At the beginning of each lesson quickly look at photos taken from the last session. Explain
the objective of the lesson.
Provide each pupil with a hat and apron.
a. The pupils will be provided with All About Fresh Fruit Activity Sheet to complete
as we go through the lesson.

PART 1
FRESH
FRUIT

a.

Place a selection of supermarket ‘perfect’ fruits and farm grown ‘ugly ‘fruits on a
central table. Do the pupils recognise the fruit? Talk about the variety of fruit
colours and shapes. Let the pupils touch and smell the fruits.
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Teacher 2
activities

Pupil activities

Materials and
resources
Aprons, hats tea
towels.

Facilitating group
work (matching
fruit and names,

Pupils touch and smell the
fruits.

A selection of 24
fruits, common
everyday

15 MINS

b.
c.
d.
e.
f.
g.
h.

i.

j.

PART 2
CHOP,
SPIRALISE,
SQUEEZE
AND TASTE
15 MINS

a.
b.

c.

d.

Talk to the pupils about native Irish fruits, the seasons and seasonal calendar.
Divide the 24 fruits across the 3 tables (8 per table)
Provide each table with Fruit Name Cards for all the fruits. Ask each group to
match the cards to each fruit.
Once complete allow each group time to show and name the fruits at their table
for the other groups.
Ask each child to write the name and draw a quick picture of their favourite fruit
in their activity sheet.
Explain to the pupils health and safety rules for the kitchen classroom
Demonstrate to the pupils how to use a knife. Wash and slice (apple, kiwi,
orange, pear, and tomato) fruit and look at ‘interior design’, and explain how it
grows from a seed (cut into halves, quarters and thirds to demonstrate
fractions).
What are vitamins? Fruits are packed with vitamins and minerals to protect us
and to fight disease and illness (Explain some common Vitamins (C from citrus
fruits).
In the same groups using a selection of fruit promotional material from
supermarkets, cut out 3 to 5 items with their prices and tape them to a sheet of
paper. Choose items that are priced various ways — per kg, per bag, etc., as well
as “each.” Make a copy for each group. Review the advertisement as a class,
noting the abbreviations “kg” and “ea.” and the different forms of pricing. Ask
the pupils to complete their activity sheets accordingly.

activity sheet
writing and price
identification)

Demonstrate how to chop fruits and what a sample size should look like.
Demonstrate using the spiraliser. Demonstrate how to use a juice squeezer.
After washing hands, ask each group to choose a selection of fruit (3 pairs in
each group, 2 fruits each) to chop, squeeze and spiralise (apples and pears,
cucumber).
Encourage them to make mixed fruit skewers from the chopped fruit, mixed
fresh juice and mixed spiralised salad (2 pupils organise and squeeze juice, 2
chop and make skewers, 2 spiralise and arrange fruit salad)
Ask the different groups to present, explain and offer their prepared fruits to
each other. Explain to the pupils that by offering food to share we have the

Facilitate the
demonstrations
in groups.
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Working in groups match the
fruits and name cards.
In their All About Fresh Fruit
Activity Sheet ask the pupils to
record
 names and
illustrations of their
favourite fruits
 complete pricing
activity

supermarket ‘perfect’
fruits and some exotic
fruits. For example:
Bananas, kiwi,
pineapple, grapes,
oranges, grapefruit,
lemon, apples, pears,
strawberries,
raspberries, starfruit,
Lychee, dragon fruit.
Have a smaller
selection of farm
grown ‘ugly’ fruit
equivalents available
to compare.
Fruit Name Cards.

Pupils wash their hands.
Working in groups they will
chop, squeeze, spiralise and
arrange fruits.
Taste and record descriptions
in their All About Fresh Fruit
Activity Sheet.

All About Fresh Fruit
Activity Sheet
Individual folders
Pencils, paper,
colouring pencils.
Paper bowls, skewers,
3 spiralisers, glasses,
chopping boards,
suitable knives,
cocktail sticks,
spiraliser, descriptive
word cards

e.

opportunity to show that we care for one another. We also have the opportunity
to learn more about each other, what we like and dislike.
Ask the pupils to record what they made and describe the taste in their All About
Fresh Fruit Activity Sheet. Have a selection of descriptive words on cards to help
the pupils.
Show the pupils the food pyramid and the location of fruits and how many
servings are recommended a day.
Explain to the pupils with use of the food pyramid, food groups, servings,
creating a balanced meal and eating a wide variety of food. Explain the shape of
the food PYRAMID (if we try to balance it on the tip it would fall over?)
Get the pupils to construct a 3-D food pyramid from a 2-D shape.
Show and tell TOMATOES. Pass the tomatoes of different varieties around (sun
dried tomatoes) Discuss names, size and shape.

PART 3
a.
THE FOOD
PYRAMID
b.
AND
TYPES OF
TOMATOES
c.
10 MINS
d.
TIDY
AWAY
2 MINS
IN THE NEXT CLASS WE WILL BE INVESTIGATING VEGETABLES AND HERBS

Facilitate the
chopping and
tasting with the
groups.

Take note in their All About
Fresh Fruit Activity Sheet
 Record the
recommended fruit
daily intake.

Different types of
tomato, bowls/plates,
suitable knives,
chopping boards.
Food Pyramid

LESSON 2: ALL ABOUT VEGETABLES AND HERBS
SUBJECT INTEGRATION: Mathematics, English/Irish, Science, SPHE, Visual Arts
INTENDED LEARNING OUTCOMES: at the end of this class session the pupils should:
a.

Know the appearance, names and origins of common vegetables and some exotic varieties.

b.

Know the names and cookery uses of common vegetables.

c.

Know the cost of common fresh and frozen vegetables.

d.

Understand the nutritional value of vegetables in healthy eating.

e.

Know the appearance, scent and uses of common cooking herbs.

f.

Be able to prepare a lunch time snack using a variety of vegetables.

FOOD SKILLS: Safe food handling, food hygiene, knife skills-hard vegetables, chopping, using a spiraliser, tearing lettuce, snipping herbs with scissors, crushing garlic.
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TEACHING METHOD: Direct teaching, demonstration, activity-based methods and discussion.
ASSESSMENT METHOD/S: Teacher observation, understanding skills and attitudes through: oral work, All About Vegetables and Herbs Activity Sheet (portfolio of pupils
work), Carrot Top Experiment Sheet.
Timing

Teacher 1 activities

FIRST 2
MINS

Explain the objective of the lesson.
a. The pupils will be provided with All About Vegetables and Herbs Activity
Sheet to complete as we go through the lesson.

PART 1
FRESH VEG
15 MINS

a.

b.
c.
d.

e.
f.

g.

h.

Place a variety of vegetables on a central table. Do the pupils recognise
the fruit? Talk about the variety of vegetable colours and shapes. Let the
pupils touch and smell the vegetables.
Show the pupils the food pyramid and the location of vegetables and how
many servings are recommended a day.
Ask each child to write the name and draw a quick picture of their
favourite vegetable in their activity sheet.
Provide large images of a leaf, a stem, a bulb and a root vegetable. Point
out the different parts of the plants we can eat.
Using their All About Vegetables and Herbs Activity Sheet help the pupils
to match the plant to the parts we eat.
Talk about native Irish vegetables and the seasons and seasonal calendar.
What health benefit has each? Explain to the pupils that like fruits
vegetables are also packed with vitamins and minerals, they are our
helpers and protectors like to fight disease and illness.
Demonstrate how to peel and chop vegetables and what a sample size
should look like. Demonstrate using the spiraliser (carrot, courgette, red
cabbage, beetroot, and peppers).Demonstrate using peeler to make strips
of vegetables.
After washing hands, ask each group to choose a selection of vegetables
(3 pairs in each group, 2 vegetables each) to peel, chop, make strips and
spiralise. Demonstrate a sample size.
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Teacher 2 activities

Pupil activities

Materials and
resources
Aprons, hats tea
towels.

Working with individuals
and groups to complete
All About Vegetables and
Herbs Activity Sheet
sheets and tasks.

Pupils touch and smell
the vegetables.
In their All About
Vegetables and Herbs
Activity Sheet
 Record the
recommended
vegetable
daily intake.
 Match the
different parts
of a vegetable
we can eat.
 Record names
of vegetables
and make
their own
illustrations.
 Taste and
record
descriptions

A selection of 24
vegetables common
everyday vegetables
and some exotic
ones. For example:
Beetroot, broccoli,
cabbage, carrots,
cauliflower, celery,
kale, leeks, parsnips,
turnip. Lettuce,
celeriac, Brussel
sprouts, mushrooms,
potatoes aubergine,
pak choi, lettuce.
Mini vegetables,
frozen vegetables
All About Vegetables
and Herbs Activity
Sheet
Carrot Top
Experiment sheet

f.

g.

i.
j.

k.
PART 2
HERBS
10 MINS

a.
b.

c.

d.

PART 3
PREPARE A
VEGETABLE
BASED
SNACK

a.
b.
c.

Ask the different groups to present, explain and offer their prepared
vegetables to each other to try if they wish. Explain to the pupils that by
offering food to share we have the opportunity to show that we care for
one another. We also have the opportunity to learn more about each
other, what we like and dislike.
Show the pupils the wok and wooden spatula. Take a selection of the
prepared vegetables into the kitchen and prepare a quick stir fry. (olive
oil, honey, soy sauce).
Ask the pupils to taste and record a description in their All About
Vegetables and Herbs Activity Sheet.
In groups the pupils will conduct the Carrot Top Experiment (shows how
you can grow plants from plant parts, developing a sense of responsibility
caring for environment, observational skills, natural cycle of life,
investigate the factors that affect plant life. (In the coming weeks the
pupils will measure (with a ruler) and record the growth and any changes
on their Carrot Top Experiment Sheet).
Briefly discuss with the pupils different diets such as vegetarian and
vegan.
Ask the pupils what they know about herbs, pass around 5 herbs to smell
and name them.
Explain to them what foods they are used in, what herbs go well with
other foods for example, tomato and basil (pasta), mint and lamb, sage
and pork.
In groups of 6 ’blind smell’ jars of herbs, ask the pupils to fill in their All
About Vegetables and Herbs Activity Sheet describing the smell and
attempting to identify the particular herb.
Plant some parsley, basil and chives. Leave some in light, some in dark,
what happens?
Show different types of onions and garlic to the pupils, introduce salt,
pepper
Open a garlic bulb and crush a piece.
At each table (2 sets of 3 in each group) one group peels and chops a red
onion, a white onion and a scallion (tears or no tears). One group crushes
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Conduct Carrot top
Experiment and record
changes and growth
weekly in their Carrot
Top Experiment Sheet.

Facilitate the groups
identification of herbs

Working together they
will smell the herbs
and record findings.

Cocktail sticks
pencils, paper
Chopping boards,
suitable knives,
spiraliser (3), small
plates/bowls,
vegetable peeler,
olive oil, honey, soy
sauce

5 fresh herbs (mint,
basil, parsley,
rosemary, thyme)
Small jars (9) with
numbers 1- 3 for
competition. Scissors
Food/herb Pairings
information

Facilitate the chopping
and tasting with the
groups.

Smell, chop and taste
the tomatoes.
In their All About
Vegetables and Herbs
Activity Sheet

Onions
Garlic
Bread
Tomatoes
Garlic crusher



15 MINS

a bulb of garlic, tears some basil and slices bruschetta rubbed with olive
oil.
TIDY AWAY
d. Have a bowl of chopped tomato ready to add the chopped scallions, basil
3 MINS
and garlic at each table.
e. Each table mixes all ingredients together to make bruschetta mix.
f. Offer a piece of ‘bruschetta’ to each other and taste.
g. Ask each student to take note of flavour and taste.
IN THE NEXT CLASS WE WILL BE INVESTIGATING WEIGHTS AND MEASURE

Take note of
the flavour
and taste

Knives
Chopping board
Salt pepper
Olive oil

LESSON 3: ALL ABOUT WEIGHTS, MEASURES AND TEMPERATURE
SUBJECT INTEGRATION: Mathematics, English/Irish, Science, SPHE, Visual Arts
INTENDED LEARNING OUTCOMES: at the end of this class session the pupils should:
a.

Know how foods are weighed and measured (sugar, flour).

b.

Know the methods of cooking food every day cooking (boiling, frying, roasting, slow cooking etc).

c.

Understand how to use the scales and measures for everyday foods.

d.

Be able to weigh out dry ingredients for common cooking recipes.

e.

Be able to select suitable pots and pans for different cooking purposes.

f.

Be able to use a thermometer to read temperature.

g.

Make a 3 ingredient cookie (for sampling).

FOOD SKILLS: Safe food handling, food hygiene, using different scales (mechanical and electronic) and measuring spoons, mixing, chopping.
TEACHING METHODS: Demonstration and questioning, activity based and discussion.
ASSESSMENT METHOD/S: Teaching observation, All About Weights and Measures Activity Sheet for portfolio, questioning
Timing

Teacher 1 activities

Teacher 2 activities
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Pupil activities

Materials and
resources

FIRST 2 MINS

PART 1
WEIGHTS AND
MEASURES
MAKING 3
INGREDIENT
COOKIE
15 MINS

PART 2
WEIGHING AND
MEASURING
TASK
15 MINS

Explain the objective of the lesson.
a. The pupils will be provided with All About Weights and Measures
Activity Sheet to complete as we go through the lesson.
a. Check on Carrot Top Experiment (growth and changes, record in Carrot
Top Experiment Sheet).
b. Show the pupils the different types of equipment that is used to
measure and weigh when cooking. Ask the pupils if they recognise any
of the equipment and what it might be used for?
c. Show mechanical and electronic scale. Demonstrate how they are
used.
d. Measuring spoons and cups, demonstrate how they are used. What are
the units of measurement?
e. Liquid measuring jugs, demonstrate how they are used and the units of
measurement.
f. Show the pupils images of different types of measurements, pounds,
ounces’, kilogram, gram, litres and millilitres.
g. Display a selection of dry ingredients used in baking - Flour, sugar, oats,
wheat germ, desiccated coconut, rice flour, baking powder, salt.
h. Investigate the packaging, how do we know how much each pack
contains? Talk about the measurements (Kg and g).
i. Let the pupils feel the ingredients, the texture and smell.
j. Divide the class into groups and ask them to weigh out and measure
ingredients for the cookies. Working in pairs (3 pairs per table) using
the electronic scale weigh out (50g desiccated coconut), using
mechanical scale (125g of oats), mash 3 bananas, combine ingredients
in bowl and measure 1 tablespoons per cookie onto baking tray.
a. Provide a selection of foods for each table (cup of sugar, bag of apples,
2 portions of butter, glass of water) and ask the pupils work in pairs to
guess the weight/amount and write on their activity sheets, then take
actual weight, what is the difference?
b. Ask for a volunteer each group as team leader to set a timer and see
how long it takes.
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Aprons, hats tea
towels.
Facilitate the group
work

Pupils use their senses to
explore different
ingredients.
Refer to In their All About
Weights and Measures
Activity Sheet for recipe.

Flour, sugar, oats,
wheat germ,
desiccated coconut,
rice flour, baking
powder, salt.
Bananas (6)
Mechanical scale
Electronic scale
Glass bowls (3)
Small containers for
measuring out
ingredients.
(2 x3 tables)
Baking trays (3)
Measuring spoons (3)

Assist the pupils with
the weighing and
measuring

In their All About Weights
and Measures Activity
Sheet
 Estimate
weight/amount
 Weigh/measure
foods
 Difference

Cup of sugar, bag of
apples, 2 portions of
butter, glass of water)
Timer
Recipe book

c.

PART 3
POTS PANS AND
TEMPERATURE

Show the pupils a recipe book and illustrate how weights and
measures are used in recipes. Explain why it helps when cooking
(provides accuracy, portion control, very important when baking).

a.

Display a selection of pots/pans and utensils. Explain the different sizes
and what they might be used for?
b. Show the pupils a thermometer, mechanical and digital, have they ever
had their temperature taken, what is body temperature? What is
10 MINS
boiling and freezing temperatures.
c. Tell the pupil we use thermometers all the time in cooking, example
TIDY AWAY 3
setting the oven.
MINS
d. Let he pupils use their magnifying glasses to examine the numbers of
the thermometers. Is there a coloured liquid inside, can we make it
move?
e. Ask the pupils to draw the thermometer onto their activity sheet and
write 3 observations about it, liquid, markings, what made of?
f. Take a sample of warm water pour into 1 jug, take a sample of water
from the tap and pour into 1 jug, take sample of tap water from the tap
with ice added in third jug. Give one to each table (3).
g. In groups the pupils discuss what they think (predict) the temperature
of the water will be. They discuss their predictions in groups and record
them on.
h. Ask the pupils to measure and record the temperature using the
thermometer. Describe and using power point illustrate the different
cooking methods and temperature (boiling, frying)
h. Remove cookies from oven for cooling and tasting. Ask the pupils to
share the cookies. Explain to the pupils that by offering food to share
we have the opportunity to show that we care for one another. We
also have the opportunity to learn more about each other, what we
like and dislike.
IN THE NEXT CLASS WE WILL BE TAKING A TRIP TO TU DUBLIN FOR A FISH DEMONSTARTION
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Assist the pupils in
taking temperatures

Work in groups to
experience using the
different scales and
measures.
Experience completing a
task within a certain time
scale.
In their All About Weights
and Measures Activity
Sheet
 Draw the
thermometer
onto their
activity sheet and
write 3
observations
about it, liquid,
markings, what
made of?
 Make predictions
and record water
temperatures

A selection of pots and
pans
Glass thermometer (3)
Digital thermometer
(1)
Meat thermometer(1)
Magnifying glass (3)
Jugs (3)
Power point cooking
methods

LESSON 4: STUDY VISIT TO TU DUBLIN TO WATCH CHEFS IN ACTION (FISH)
SUBJECT INTEGRATION: English/Irish, Science, SPHE
INTENDED LEARNING OUTCOMES: at the end of this class session the pupils should:
a.

Know the main types of fresh fish used in Irish family meals.

b.

Know how chefs prepare fresh fish for cooking.

c.

Know about safety arrangements in a kitchen and what to do in an emergency.

d.

Understand the need for hygiene when handling foods.

e.

Be able to discuss their knowledge of foods and cooking with the chefs.

f.

Be able to discuss their food preferences and give good reasons for them.

g.

Be able to discuss careers in the food and cooking worlds.

TEACHING METHODS: Safe food handling, food hygiene, demonstration and interactive session with the pupils.
ASSESSMENT METHOD/S: Teacher observation (attitudes to fish, food preferences, knowledge, food hygiene check that the person demonstrating is ready food hygiene
compliant -wash hands, hat, apron, what do they think about food as a career). All About Fish Sensory Sheet.

Timing

Teacher 1 activities

FIRST 5 MINS
BEFORE
LEAVE
SCHOOL

Lesson Objective: A visit to TU Dublin to watch and interact with a real-life chef.
a. The pupils will be provided with All About Fish Sensory Sheet to complete at the end of the
lesson.
b. Make sure we have read and signed our School Trip Contract
c. Check on Carrot Top Experiment (growth and changes, record in Carrot Top Experiment
Sheet).
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Teacher 2
activities
Health and
Safety
requirements,
staying safe
on the way to
the college

Pupil activities

Materials and
resources

PART 1
HEALTH AND
SAFETY
5 MINS

a.

PART 2
DIFFERENT
TYPES OF
FISH
20 MINS

a.
b.

PART 3
PREPARING
AND
COOKING
FISH
50 MINS

b.

c.
d.
e.
a.
b.
c.
d.
e.

Prior to the visit, we will create a scenario with the chef around health and safety in the
kitchen. The chef may be unprepared and for example, not have a hat, have dirty hands, a
messy bench etc.
Ask the pupils if they think the chef is ready to prepare or cook food? What do they need
to do before they start the work?

Facilitate a
question and
answers with
the pupils and
chef

Give their opinions
and advice to the
chef

Provide fish posters of common flat, round and oily fish for viewing.
Chef to provide real life selection of fish for viewing and smelling and to talk though the
different varieties on show (salmon, plaice, squid).
Chef will also talk through the quality point of fish, what the eyes should look like, the
smell. Also noting the blue chopping board when preparing fish in a professional kitchen.
Clean and prepare squid, show the pupils the anatomy, tentacles and quill.
Do the pupils eat fish, if so, what do they eat and what do they like?
Chef to fillet a fish for example plaice and cook with some lemon and butter for tasting.
Watch and listen to the chef as they prepare and cook some breaded cod.
Have some frozen breaded fish available to cook.
Provide a sample selection of the shop bought fish and the freshly prepared breaded fish
for tasting.
Prepare a selection of sweet potatoes and potatoes for making wedges.

Facilitate a
question and
answers with
the pupils and
chef

Pupils engage with
chef and the fish
on show

Shop bought frozen
breaded fish
Fish poster
Fresh fish selection –
cod, plaice, salmon,
squid

Ask the chef
questions on
how he
prepares the
fish, washing,
scaling,
gutting etc
Assist the
pupils in
filling out
their activity
sheets

Watch the chef
and answer
questions about
what they think
about the fish
preparation

Lemon, lime, potato,
sweet potato, eggs,
flour, sparkling water,
butter, breadcrumbs

All About Fish
Sensory Sheet to
record opinions on
appearance, smell
and taste.

All About Fish Sensory
Sheet

PART FOUR
a. Invite the pupils to taste the shop bought and homemade breaded fish. Pupils can fill in an
TASTING
All About Fish Sensory Sheet to record their opinions.
AND
DESCRIBING
15 MINS
IN THE NEXT CLASS WE WILL BE LEARNING ABOUT MEATS AND ANIMAL
LESSON 5: ALL ABOUT MEAT AND ANIMALS
SUBJECT INTEGRATION: Mathematics, English/Irish, Science, SPHE, Visual Arts
INTENDED LEARNING OUTCOMES: at the end of this class session the pupils should:
a.

Know the different animals and the different kinds of meats usually available at a supermarket meat counter.

b.

Know the difference between fresh meats, processed meats and cold meats.
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c.

Understand the nutritional value of meat in our diet.

d.

Be able to discuss their meat preferences and favourite meat-based meals.

e.

Be able to plan make sandwiches using cold cooked meats.

FOOD SKILLS: Safe food handling, food hygiene.
TEACHING METHODS: Direct teaching, video, questioning, activity based, discussion.
ASSESSMENT METHODS/S: Teacher observation, prediction activity sheets, All About Meats and Animals Activity Sheet, portfolio, creating a Recipe Mood Board.
Timing

Teacher 1 activities

FIRST 2 MINS

Explain the objective of the lesson.
a. The pupils will be provided with All About Meats and Animals Activity
Sheet to complete as we go through the lesson
a. Check on Carrot Top Experiment (growth and changes, record in Carrot
Top Experiment Sheet).
b. Ask the pupils do they know where meat comes from? What types of
meat do they know?
c. Show a presentation to illustrate different animals and what meat
comes from each animal (cows, lamb, chicken, pork)
d. In their All About Meats and Animals Activity Sheet match the animal to
the meat.
e. Show a video of visit to local butcher or local supermarket showing all
the different varieties of different meats.
f. Talk about traditional Irish meat recipes, for example: coddle
g. Discuss the video with the pupils, who eats meat, what’s their
favourite, what do they not like, what are their attitudes towards meat.
h. Write and draw favourite meat and dish in their activity sheet.
a. Show the pupils a selection of covered meats available in the local
supermarket, beef, lamb pork, chicken and their derivatives (processed
sliced ham, chicken).
b. Show them some unusual meats/offal covered for them to inspect.

PART 1
DIFFERENT
ANIMALS AND
MEATS
10 MINS

PART 2
SUPERMARKET
MEATS
10
MINS
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Teacher 2 activities

Pupil activities

Materials and
resources
Aprons, hats tea
towels etc

Help pupils with their All
About Meats and Animals
Activity Sheet and any
questions

In their All About
Meats and Animals
Activity Sheet
 Complete
the
matching
exercise.
 Write down
their
favourite
meat/meat
dish

Presentation animals
and meats.
Local butcher video.
All About Meats and
Animals Activity Sheet

Help the pupils with the
games and questioning
them about meat.

Pupils use their
senses to investigate
the different meats.

Selection of covered
meats.
Protein poster

c.

What are the pupils opinions on eating meat? Are there any non-meat
eaters in the class?
d. Talk about the nutritional value of meat – protein. Explain to the pupils
that protein is found in high amount in meat, fish and eggs. Use protein
poster.
PART 3
a. Provide a selection of breads/wraps/rolls, cold meats and spreads for
CREATING
the pupils and ask them to work in pairs (3 pairs per table) to make a
SANDWICHES
sandwich for school lunch.
USING COLD
b. Provide some vegetables, meats, cheese and fruits that they can use to
MEATS
make their sandwiches.
c. Ask them if they have ever eaten a toasted sandwich and encourage
15 MINS
them with unusual combinations such as toasted pear and ham, sliced
apple and cheese.
d. Plan with the pupils a bread free wrap using lettuce cups, healthy fruit
and vegetable wraps
e. Ask the different groups to present, explain and offer their prepared
sandwiches to each other to try if they wish. Explain to the pupils that
by offering food to share we have the opportunity to show that we
care for one another. We also have the opportunity to learn more
about each other, what we like and dislike.
f. Record the sandwich recipe they make, ingredients and method
PART FOUR
a. Tell the pupils you are going to cook a piece of beef. Ask them to
TASTING AND
predict what might happen to the meat when it is cooked using their
PREDICITING 10
activity sheets. Will it change colour, shape, shrink, grow? Why? Fry a
MINS
piece of meat and show the pupils the difference.
b. Take note of what actually happened to the meat. Were the
predictions correct?
c. Provide samples for the pupils to taste if they wish
d. Look at a value beef burger from supermarket to see what percentage
of meat is in the burger and what is added.
IN THE NEXT CLASS WE WILL BE LEARNING ABOUT EGG
LESSON 6: ALL ABOUT EGGS
SUBJECT INTEGRATION: Mathematics, English/Irish, Science, SPHE, Visual Arts.
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Talk about if they
have any feelings
about eating meat.

Help the pupils to come
up with ideas. Provide
feedback and
encouragement.

In their All About
Meats and Animals
Activity Sheet
 Record the
sandwich
recipe they
make,
ingredients
and method

Sandwich maker
Chopping boards
Knives
Spreads, mayonnaise
Cold meat (chicken,
turkey, beef, ham,
salami)
Breads/wraps/rolls
Lettuce/crackers

Assist the pupils in filling
out their All About Meats
and Animals Activity Sheet

In their All About
Meats and Animals
Activity Sheet
 Taste the
meat and
fill in their
predictions

Meat
Frying pan
Oil
Bowls
Forks
Supermarket burgers

INTENDED LEARNING OUTCOMES: at the end of this class session the pupils should:
a.

Know where eggs come from and the difference between hens’ eggs, duck-eggs, quail eggs.

b.

Know about the different cooking methods for eggs boil, fry, poach and scramble eggs

c.

Understand the nutritional value of eggs.

d.

Be able to find different uses for eggs in cooking recipes.

e.

Be able to separate white from yokes.

f.

Be able to whip egg-whites for meringues.

FOOD SKILLS: Safe food handling, food hygiene, beating, whisking, separating eggs.
TEACHING METHODS: Direct teaching, activity based, demonstration, discussion, video.
ASSESSMENT METHOD/S: All About Eggs Activity Sheet, portfolio, Egg Experiment Sheet (Floating Eggs Experiment, Egg in a Bottle Experiment, Bouncy Egg) making
meringues.
Timing

Teacher 1 activities

FIRST 2 MINS

Explain the objective of the lesson.
The pupils will be provided with All About Eggs Activity Sheet to complete as we go
through the lesson
a. Check on Carrot Top Experiment (growth and changes, record in Carrot Top
Experiment Sheet).
b. Ask the pupils do they know where eggs come from? What types of eggs
do they know?
c. Show images to illustrate different animals’ variety of eggs shapes and
sizes.
d. Show the pupils common hens’ eggs available from the supermarket but
also some duck and quails’ eggs.
e. Show an image of the structure of the egg and that it is a good source of
protein like meat and fish.
f. Each table conducts 2 Egg Experiments:

PART 1
EGGS OF
DIFFERENT
SHAPES AND
SIZES AND
EXPERIMENT
15 MINS
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Teacher 2 activities

Pupil activities

Materials and
resources
Aprons, hats tea
towels etc

Help pupils with their All
About Eggs Activity Sheet
and any questions

In their All About Eggs
Activity Sheet
 Pupils will
draw the egg
structure
labelling the
yolk, white,
shell, air
pocket.

A selection of eggs,
quail duck and
hens, fish eggs
Selection of fresh
and out of date
eggs,
Images of animal
and their eggs
including fish eggs
caviar.

1.

2.

PART 2
HOW DO YOU
COOK EGGS?
10 MINS

a.

b.
c.
d.

PART 3
HOW ARE
EGGS USED IN
COOKING?
5 MINS

a.
b.
c.
d.

PART FOUR
WHIPPING
EGG WHITES
15 MINS

a.

b.
c.
d.

Experiment 1: Show how can we tell how fresh and egg is (floating) Talk
about the protective shell (there are tiny holes in the shell that let the air
in) (1 group per table)
Experiment 2: Bouncy eggs (affects acid on egg shell) (working in groups
of 2 per table).

Present/Show (video) the pupils with a selection of eggs cooked in
different ways (hard boiled, fried, scrambled, poached) .What happens to
eggs when cooked (the protein solidifies).
Allow each group to peel and slice a hardboiled egg.
Ask the pupils to make an illustration of their favourite cooked egg style in
their All About Eggs Activity Sheet.
Invite the pupils to try the hardboiled eggs.

Questions the pupils
opinions on the eggs,

Work in groups and
their Egg Experiment
Sheet record findings
 Whose eggs
float, didn’t
float and
why/why not?
Pupils use their senses
to investigate the
different eggs.
In their All About Eggs
Activity Sheet
 pupils draw
and their
favourite
cooked eggs

Provide a selection of both savoury and sweet recipes that use eggs.
Ask their opinions on the recipes, did they know that eggs are used in
sweet foods too?
Point out to the pupils the recipes that only use egg white? How can we
only use egg white? We need to separate the eggs.
Demonstrate to the pupils how to do this and then ask the pupils who
would like to try?
Show the pupils an electric whisk and a hand whisk and explain what they
are used for. Have they ever seen or used one before? Demonstrate how
to use them.
2 groups per table (3 pupils). Taking turns use the hand whisk and the
electric whisk to beat 2 egg whites.
Start to whisk the egg whites, what do they look like after 5 mins, 8 mins?
What can we use the egg whites for? To make meringue, explain what this
is.
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Image of egg
structure.
Measuring jug (3)
vinegar,
Yoghurt pots (6)
Glasses (6)
Video of eggs
cooked using
different methods.
Egg slicer, hardboiled eggs

Selection of recipes
that include egg.
Eggs to separate
and bowls.

Demonstrate how to use
the hand/electric whisk

In their All About Eggs
Activity Sheet
 Pupils record
what egg white
looks like after
5 and 8
minutes. Is it
soft, runny or
stiff?

Room temperature
eggs
Electric hand whisk
(3)
Hand whisk (3)
Clean glass bowls
(9)
Eggs white from
earlier

e.
i.

Slowly add 100g of caster sugar to the stiff egg whites at each table and
continue to whisk until ready (hold over head).
Place on baking tray, set the oven temperature bake until crispy all way
through. Eat with fresh fruit and whipped cream the next day. Ask the class
to prepare, offer and share the meringues with each other. Explain to the
pupils that by offering food to share we have the opportunity to show that
we care for one another. We also have the opportunity to learn more
about each other, what we like and dislike.

IN THE NEXT CLASS WE WILL BE LEARNING ABOUT BREADS AND TEMPERATURES
LESSON 7: ALL ABOUT BREADS AND TEMPERATURE
SUBJECT INTEGRATION: Mathematics, Language, Science, SPHE, Art
INTENDED LEARNING OUTCOMES: at the end of this class session the pupils should:
a.

Know what a wholegrain is and the difference between a wholegrain and a processed grain.

b.

Know the names and appearance of common breads available in supermarkets.

c.

Know the names and origins of ‘breads of the world’.

d.

Understand the differences among yeast breads, flat breads, wraps, pancakes.

e.

Understand the nutritional value of wholegrains in our diet.

f.

Understand how cooking temperatures are calculated and used in everyday cooking.

g.

Be able to prepare and bake a batch of wholemeal brown scones/savoury muffins.

FOOD SKILLS: Safe food handling, food hygiene, slicing, measuring, using a sieve, mixing, kneading and using scones cutters.
TEACHING METHODS: Direct teaching, activity based, activity sheets and portfolio, discussion
ASSESSMENT METHOD/S: All About Breads and Temperature Activity Sheet, making and baking scones, planning sandwiches
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What does it
look like after
sugar is
added?
Record simple
meringue
recipe

Caster sugar

Timing

Teacher 1 activities

FIRST 2 MINS

Explain the objective of the lesson.
The pupils will be provided with All About Breads and Temperature Activity
Sheet to complete as we go through the lesson
a. Ask the pupils if they have ever eaten scones?
b. Provide pupils with recipes and ingredients for wholemeal brown
scones.
c. Ask the pupils to check how we bake the scones, talk to them about
temperatures. Refresh the pupils about temperature, body
temperature, boiling temperatures and freezing temperature.
d. Go to the kitchen and show them the fridge and freezer and explain
the temperatures. Show them the oven and how we can set the
temperature for our scones.
e. Ask the pupils to work in groups (3) to follow the recipe and make the
scones. (each group separates the jobs: weighing, blend ingredients,
kneading, rolling out, cutting/shaping, preparing plates/table for
tasting)
f. Place in the oven for eating later, set a timer.
a. Check on Carrot Top Experiment (growth and changes, record in
Carrot Top Experiment Sheet).
b. Check on Bouncy Eggs Experiment (affects acid on egg shell).
c. Discuss with the pupils what a wholegrain is (any foods that contain
every part of the grain, including the outer layers, bran and germ).
d. Show them some whole grain wheat and let them look at the grains
with magnifying glass.
e. Draw the structure on the board labelling the different parts. Beside
it draw a picture of a processed/refined grain to show the difference.
f. Ask the pupils to draw the image in their All About Breads and
Temperature Activity Sheet
g. Explain to the pupils that eating wholegrains foods are better than
eating foods which are processed because they wholegrain is a like a
complete package and is full of goodness.

PART 1
TEMPERATURES
AND MAKING
WHOLEMEAL
SCONES
/SAVOURY
MUFFINS
20 MINS

PART 2
WHOLEGRAINS
15 MINS
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Teacher 2 activities

Pupil activities

Materials and
resources
Aprons, hats tea
towels etc

Assist and support the
pupils in making the
scones.

Discuss scones
Work in groups to make
wholemeal scones.
Work from recipe in
their All About Breads
and Temperature
Activity Sheet.

Scone recipe,
Scone ingredients
Bowls
Scone cutters
Rolling pin
Weighing scales
Measuring jug
Oven trays
Baking parchment
Knives
Bowls
timer

Record on a chart votes
for favourite bread.
Assist in the discussions
and questioning around
bread.

In their All About Breads
and Temperature
Activity Sheet the pupils
will
 draw the
images of
wholegrain and
processed grain
and label the
parts
 Pupils record
their
description of
the taste of

All About Breads and
Temperature Activity
Sheet Some
wholegrains
A selection of breads
(wholegrain and
white)
Wholegrain pasta,
brown rice, oats,
pastries, biscuits
and, white pasta.
Chopping board
Knives
Plates
Magnifying glass (3)

h.

PART 3
BREADS AROUND
THE WORLD
SCONES FOR
EATING
5 MINS

Display a selection of breads from the supermarket, some wholegrain
(unsliced) some processed (brown and white) label the breads.
i. Each table takes 2 slices of each of the breads to their table. Allow
the pupils to slice the bread in half.
j. Allow the pupils to smell, touch and taste the different breads.
k. Ask the pupils for quick vote on favourite bread and record their
taste description in their All About Breads and Temperature Activity
Sheet.
l. Have a display of other everyday wholegrain foods such as
wholegrain pasta, brown rice and oats.
m. Have other examples of everyday foods that use processed grains for
e.g. white pasta, biscuits and pastries.
n. Using images (for example a runner or picture of a battery) explain
the wholegrains are a good source of carbohydrates which give us
energy. Refer back to the food pyramid for number of servings we
should eat per day.
a. Using images and a world map show the pupils pictures of breads
from around the world and ask if they can identify any of them and
place them on the map (naan - India, soda bread - Ireland, pretzels,
rye bread - Germany, baguette – France, tortilla – Mexico, ciabatta Italy)
b. Remove scones from oven safely
j. Each table will have a selection of butter, jam and mashed bananas
to enjoy with scones. Ask the class to prepare, offer and share the
scones with each other. Explain to the pupils that by offering food to
share we have the opportunity to show that we care for one another.
We also have the opportunity to learn more about each other, what
we like and dislike.

IN THE NEXT CLASS WE WILL BE TAKING A TRIP TO TU DUBLIN TO VISIT THE BAKER
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different breads
on.
Record
recommended
servings per
day

Matching bread to
countries on the map

Bread labels
Food pyramid

World map
Images of different
breads
Jam butter, bananas,
plates knives

LESSON 8: STUDY VISIT TO THE TU DUBLIN BAKERY SCHOOL
SUBJECT INTEGRATION: Mathematics, English/Irish, Science, SPHE, Visual Arts
INTENDED LEARNING OUTCOMES: at the end of this class session the pupils should:
a.

Know what a professional, or artisan, bakery looks like.

b.

Know what is made is a bakery.

c.

Understand the ingredients bakers use for making bread and cakes.

d.

Understand how bread is baked.

e.

Be able to discuss their own preferences for breads and cakes.

f.

Be able to discuss baking as a career.

g.

Be able to assemble a mini pizza.

h.

Be able to do some simple decorating.

TEACHING METHODS: Demonstration and interactive session with the pupils
ASSESSMENT METHOD/S: Teacher observation (bread preferences, knowledge, becoming a baker, working early hours), All About the Bakery Sensory Sheet

Timing

Teacher 1 activities

Teacher 2 activities

FIRST 5 MINS

Explain the objective of the lesson. A visit to TU Dublin to watch and interact with
a real-life baker.
The pupils will be provided with All About the Bakery Sensory Sheet to complete at
the end of the lesson
a. The baker will show the class around the bakery, taking note of the big
ovens and equipment such as mixers etc. Telling the students what type of
foods are made in a bakery
b. Make sure we have read and signed our School Trip Contract

Health and Safety
requirements, Staying safe
on the way to the college

PART 1
INTRODUCTION
TO THE BAKER
AND BAKERY 10
MINS
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Facilitate a question and
answers with the pupils
and chef

Pupil activities

Give their opinions
and their
knowledge about
breads to the baker
about breads

Materials and
resources

c.
d.
e.

PART 2
YEAST BREAD
10 MINS

f.
g.
a.

b.
PART 3
SPECIAL
OCCASIONS AND
CHRISTMAS
CAKES
15 MINS

a.
b.
c.
d.
e.
f.

PART FOUR
TASTING AND
DESCRIBING
10 MINS

a.

Arrange with the baker to question the child what they already know
about bread?
Ask the pupils to close their eyes and describe the smells in the bakery and
ask the baker why it smells like this
Ask the baker to show the pupils common ingredients used in the bakery
and the utensils they use.
The baker will show the pupils the types of equipment used in a bakery.
Have a selection of breads to display and discuss.
Prior to the visit arrange with the baker to show the pupils how yeast
bread is made and have possibly a few stages of proving to show the
pupils how the bread grows and how it is knocked back. Explain ‘strong
flour’
Allow the students to shape and assemble simple margarita pizzas.
Talk about other foods made in the bakery such as cakes and buns.
Ask the baker to talk to the pupils about special occasions and occasional
treats. What occasions do the pupils celebrate with cakes?
Refer to the food pyramid.
Talk about Christmas cakes and what’s involved in making one, how long it
takes and traditions at Christmas
Use the opportunity to talk about other foods we might eat as a treat at
Christmas such as mince pies etc
Allow the children to assemble and decorate a simple chocolate biscuit
pudding.
Provide an All About the Bakery Sensory Sheet for the pupils to give their
opinions on some cakes and breads using a simple sensory analysis.

Describes smells in
bakery

Facilitate a question and
answers with the pupils
and chef

Pupils engage with
chef and some
practical work

Ask the chef questions on
how he prepares to make
a Christmas Cake

Watch the chef and
answer questions
about making the
cake

In their All About
the Bakery Sensory
Sheet
 Taste and
record
opinions
IN BLOCK 2 WE WILL BE LEARNING ABOUT DAIRY PRODUCTS, PEAS AND BEANS, THE SUPERMARKET, BREAKFAST, LUNCH AND DINNER IDEAS

399

Assist the pupils in filling
out their All About the
Bakery Sensory Sheet

All About the Bakery
Sensory Sheet
Pens/pencils

Appendix N Draft Integrated ‘Food and Cooking’ Module Class Plans Block 2
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BROAD OVERALL AIMS OF THE PROPOSED INTEGRATED FOOD AND COOKING MODULE
The overall aims of the Proposed Integrated Food and Cooking Module is to:
1.

Increase interdisciplinary learning and cross-curriculum links.

2.

Increase healthy eating patterns among children.

3.

Develop social skills, confidence and excitement about healthy eating.

BROAD OVERALL LEARNING OBJECTIVES
The overall learning objectives of the Proposed Integrated Food and Cooking Module is to:
1.

To learn about food, nutrition and everyday cooking by incorporating knowledge from the established
core curriculum of Mathematics, Language, SESE, SPHE, Visual Arts to develop and extend literacy,
numeracy and social skills.

2.

To understand how to identity, prepare and cook everyday foods whilst reinforcing a balanced healthy
diet and a positive attitude to food.

3.

To enable children to develop their creativity and apply the knowledge and skills gained to produce
everyday food and a food book.

RELEVANT LEARNING OBJECTIVES WITHIN THE FOOD AND COOKING MODULE
In engaging with the food and cooking module, the children should be able to:
7.

Recognise and communicate clearly the different foods, meat, fish, dairy, fruits and vegetables.

8.

Prepare and cook a variety of foods for exploring and tasting.

9.

Understand and apply the vocabulary particular to food, cooking, and nutrition.

10. Reinforce respect, caring, sharing, hygiene and manners.
11. Explore and develop ideas by preparing and developing recipes, writing and designing a ‘foodbook’.
12. Develop an interest in food and nutrition and cultivate positive food related habits while developing a
range of skills such as collaboration, problem solving and creativity.
SPECIFIC INTENDED LEARNING OUTCOMES FOR THE FOOD AND COOKING MODULE (BLOCK 2)
By the end of the module the pupils should:
KNOW:
a.

Where milk comes from referring to animals and know about plant substitutes for milk.

b.

The nutritional value of milk and recognise the common types milk products (buttermilk, cheese,
yoghurt, cream and kefir).

c.

Identify some common Irish cheeses.

d.

The appearance, names and origins of common peas and beans eaten around the world.

e.

The cookery uses of peas and beans and the economical and nutritional value of peas and beans as
a low-cost alternative to meat.
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f.

Where to go to find different foods, a supermarket, a local market and what areas of the supermarket
you can find certain foods (food storage).

g.

About soft drinks and what they contain.

h.

How to shop for a meal already planned and the importance of making a shopping list.

i.

What food waste is and how it can happen in everyday life.

j.

The key areas where we can avoid food waste from occurring.

k.

The cost of food waste (monetary and environmental).

l.

The importance of breakfast and the difference between wholegrain and high sugar breakfast cereals
sold in supermarkets.

m. The importance of a healthy lunch in school and planning weekly meals.
n.

What a restaurant looks like and know different styles of restaurants (fine dining, casual, fast food,
cafes)

o.

What a menu is, how to read and understand it, and recognise the different courses on common
menus.

UNDERSTAND:
a.

More about dairy farming in Ireland and its history (hand milking to machines)

b.

The fat content in different milks, whole milk, low fat, skimmed (looking at the fat percentages) cream
and butter and that too much fat can cause disease.

c.

The nutritional value of peas and beans in healthy eating and how peas and beans grow.

d.

How to store food safely in the fridge at home, what goes where?

e.

How we learn about the food we eat; using the food label and what information is on a food label, what
calories and portions are?

f.

The importance of water in daily diet.

g.

The different ways we can reduce our food waste.

h.

How food preservation can help to make our foods last longer.

i.

The different preservation methods (drying, smoking, salting, pickling, freezing)

j.

The nutritional content of shop bought breakfast cereals.

k.

How beneficial it is to use leftover foods and how to put together weekly meal plan.

l.

The different cooking methods: baking, boiling, grilling, poaching, roasting, steaming, stir-frying.

m. How to use the different cutlery and the different condiments.
n.

How to order foods and ask questions about the menu.

o.

The importance of being respectful and kind in the world around them.

BE ABLE TO/COMPETENCE:
a.

Plan and prepare simple flavoured drinks using milk and homemade oat ‘milk’.

b.

Plan a nutritious meal using peas and beans as an alternative to meat.

c.

Make bean-based yoghurt dip (black bean/butter bean) to serve crispy pitta/tortilla bread.
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d.

Recognise healthy and unhealthy drinks from the label’s nutritional information.

e.

Make flavoured waters as an alternative to soft drinks.

f.

Compare similar products and pick the most nutritious and economical product.

g.

Check best before and use by dates.

h.

Pay and pack the food items.

i.

Preserve a variety of fruit and vegetables using the ‘freezing’ method.

j.

Make a healthy breakfast alternative based on oats and plan other healthy breakfast alternatives.

k.

Plan and prepare a soup from ‘leftover’ mashed potato and make brown bread.

l.

Make plan dinner for a week based on a selection of ingredients.

m. Make a healthy ‘leftover’ hot dessert from leftover bread.
n.

Discuss their own preferences based on the menu items available.

o.

Discuss the career options in the restaurant industry.
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OVERVIEW OF HOW THE FOOD AND COOKING INTEGRATED MODULE (BLOCK 2) LINKS TO THE PRIMARY CURRICULUM (4 TH CLASS)

LESSON PLAN BLOCK 2

CURRICULUM INTEGRATION

SUBJECT INTEGRATION

SESSION 1

All about Milk, Milk Products and Milk Substitutes

Mathematics, Language, SESE, SPHE, Visual
Arts

SESSION 2

All about Peas and Beans (Pulses)

Mathematics, Language, SESE, SPHE

Mathematics, English/Irish, Science, Geography,
SPHE

SESSION 3

Becoming a Food Detective: Food Labels, Food Comparisons
and the Supermarket

Mathematics, Language, SESE, SPHE, Visual
Arts

Mathematics, English/Irish, Science, SPHE,
Visual Arts

SESSION 4

Study Visit 'Supermarket Sweep'

Mathematics, Language, SPHE

Mathematics, English/Irish, SPHE

SESSION 5

Food Waste and Preserving Food

Mathematics, Language, SESE, SPHE, Visual
Arts

Mathematics, English/Irish, Science, Geography,
SPHE, Visual Arts

SESSION 6

Breakfast and a Lunch made using 'Leftover's'

Mathematics, Language, SESE, SPHE

Mathematics, English/Irish, Science, SPHE

SESSION 7

Dinner and a Dessert made using 'Leftover's'

Mathematics, Language, SESE, SPHE

Mathematics, English/Irish, Science, SPHE

SESSION 8

Study Visit 'Come Dine at TU Dublin Restaurant'

Mathematics, Language, SPHE

Mathematics, English/Irish, SPHE
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Mathematics, English/Irish, Science, History,
Geography, SPHE, Visual Arts

DETAILED VIEW OF HOW THE FOOD AND COOKING INTEGRATED MODULE (BLOCK 2) LINKS TO THE PRIMARY CURRICULUM (4TH CLASS)

PRIMARY CURRICULUM
CLASS
4TH

SUBJECT
Mathematics

STRAND
Measures

STRAND UNIT
1.Weight
2.Capacity
3. Time
4. Money – Euro

FOOD AND COOKING INTEGRATED MODULE
LEARNING OUTCOME

LEARNING OUTCOME

1.Estimate, compare, measure
and record the weight of a wide
variety of objects using
appropriate metric units (kg, g)
and selecting suitable
instruments of measurements.
Solve and complete practical
tasks and problems involving
the addition, subtraction,
multiplication and simple
division of units of weight
(Kg,g).
2. Estimate, compare, measure
and record capacity using
appropriate metric units (L, ml)
and selecting suitable
instruments of measurements.
Solve and complete practical
tasks and problems involving
the addition, subtraction,
multiplication and simple
division of units of capacity (L
and ml).
3.Consolidate and further
develop a sense of time
passing.
Solve and complete practical
tasks and problems involving
times and dates and the

Understand the nutritional content of shop bought breakfast
cereals.
Understand the fat content in different milks, whole milk, low fat,
skimmed (looking at the fat percentages) cream and butter and
that too much fat can cause disease.
Understand how we learn about the food we eat; using the food
label and what information is on a food label, what calories and
portions are?
Be able to plan and prepare simple flavoured drinks using milk
and homemade oat ‘milk’.
Be able to plan a nutritious meal using peas and beans as an
alternative to meat.
Be able to make bean-based yoghurt dip (black bean/butter bean)
to serve crispy pitta/tortilla bread.
Be able to recognise healthy and unhealthy drinks from the label’s
nutritional information.
Be able to make flavoured waters as an alternative to soft drinks.
Be able to compare similar products and pick the most nutritious
and economical product.
Be able to check best before and use by dates
Be able to pay and pack the food items.
Be able to preserve a variety of fruit and vegetables using the
‘freezing’ method.
Be able to make a healthy breakfast alternative based on oats and
plan other healthy breakfast alternatives.
Be able to plan and prepare a soup from ‘leftover’ mashed potato
and make brown bread.
Be able to make plan dinner for a week based on a selection of
ingredients.
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Science

addition and subtraction of
hours and minutes.
4. Solve and complete practical
one step and two step
problems and tasks involving
the addition, subtraction,
multiplication and simple
division of money.

Be able to make a healthy ‘leftover’ hot dessert from leftover
bread.
Know about soft drinks and what they contain (how many grams
of sugar per drink).
Know that cost of food waste (monetary and environmental).
Be able to pay and pack the food items.
Understand how beneficial it is to use leftover foods and how to
put together weekly meal plan

Shape and Space

2-D shapes

Construct and draw 2-D shapes

Exercise to construct a 2-D/3-D fridge

Living Things

Human Life –
Human life
processes

Develop an awareness of the
importance of food and energy
for growth.

Know the nutritional value of milk and recognise the common
types milk products (buttermilk, cheese, yoghurt, cream and
kefir).
Know the cookery uses of peas and beans and the
economical/nutritional value of peas and beans as a low-cost
alternative to meat.
Know the importance of a healthy lunch in school and planning
weekly meals.
Understand the fat content in different milks, whole milk, low fat,
skimmed (looking at the fat percentages) cream and butter and
that too much fat can cause disease.
Understand what calories and portions are.
Understand the importance of water in daily diet (Dehydrated
Potato Experiment).
Be able to make a healthy breakfast alternative based on oats and
plan other healthy breakfast alternatives.
Be able to plan and prepare a soup from ‘leftover’ mashed potato
and make brown bread.
Be able to make plan dinner for a week based on a selection of
ingredients.
Be able to make a healthy ‘leftover’ hot dessert from leftover
bread.
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Plant and animal
life – Processes of
Life
Materials and
Change
1.Mixing and other
changes
2.Heating and
Cooling

Investigate the factors that
affect plant growth.

Understand the value of peas and beans in healthy eating and
how peas and beans grow using the ‘Sleeping Seeds Experiment’.

1.Investigate how materials
may be changed by mixing
2. Explore the effect of heating
and cooling on a range of
liquids, solids and gases

1.Recognise the common types milk products (buttermilk, cheese,
yoghurt, cream and kefir). Magic Cream Experiment (changing
cream into whipped cream and butter).
2. Know the different methods of cooking (boiling, roasting,
steaming, baking, frying).

Energy and Forces

1.Heat
2.Light

1.Be able to use a thermometer and use the oven to set
temperature. (Cooking and baking different foods).
2.Sleeping Seeds Experiment.

Environmental
Awareness and Care

Environmental
Awareness

1.Learn that heat can be
transferred, recognise that
temperature is a measurement
of how hot something is,
measure changes in
temperature using a
thermometer.
2.Recognise that the sun gives
heat and light, without which
people and animals would not
survive.
Come to appreciate the need to
conserve resources

Continuity and
Change over Time

Food and Farming

Materials

History

Study aspects of social, artistic,
technological and scientific
developments over long
periods
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Know what food waste is and how it can happen in everyday life.
Know the key areas where we can avoid food waste from
occurring.
Know that cost of food waste (monetary and environmental).
Understand the ways we can reduce our food waste.
Understand how food preservation can help to make our foods
last longer.
Be able to make meals from ‘leftover’ foods.
Understand about dairy farming in Ireland and its history (hand
milking to machines).
Understand how food preservation can help to make our foods
last longer and has been used since ancient time. Understand the
different preservation methods (drying, smoking, salting, pickling,
freezing)

Geography

Human
Environments

County, Regional
and National
Centres

SPHE

Myself

Taking care of my
body – Food and
Nutrition

Self -Identity Developing Self
Confidence

Myself and Others

Relating to Others Communicating

Develop some knowledge of
the relative location of the
county and neighbouring
counties.
Become familiar with the
location and names of a few of
the larger towns and cities in
the region and in Ireland
1.Differentiate between a
healthy and an unhealthy diet
and appreciate the role of
balance and moderation.
2.Recognise the wide choice of
food available and categorise
food into the four main food
groups and their place on the
pyramid.
3. Explore some factors that
influence the consumption of
different food products.
Enhance his/her own learning,
express personal opinions,
feeling, thoughts, and ideas
with growing confidence,
become increasingly
responsible and autonomous.

Recognise the counties of Ireland that produce the most milk.

Use language, gestures and
other appropriate behaviour to
perform at social functions.
(expressing tenderness,
gentleness, concern, presenting
one's own opinion to an
individual or a group, resisting
the opinions and requests of

Be able to enjoy their meal while showing manners, care,
kindness and respect to their classmates and restaurant staff.
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Know the nutritional value of peas and beans and milk.
Know the importance of breakfast and the difference between
wholegrain and high sugar breakfast cereals sold in supermarkets.
Know the importance of a healthy lunch in school and planning
weekly meals.
Understand how we learn about the food we eat; using the food
label and what information is on a food label, what calories and
portions are?

Be able to discuss and express their preferences, opinions and
attitudes throughout the course of the module.
Become responsible for a certain job within a group when cooking
together.

others in a polite and firm way,
expressing disagreement)

Language

Visual Arts

Oral

Developing
Cognitive abilities
through oral
language

Reading

Emotional and
Imaginative
development
through language

Writing

Drawing

Justify personal likes and
dislikes.
Discuss what he/she knows of a
particular topic or process as a
basis for encountering new
concepts.
Listen to a presentation and
discuss and decide which are
the most important questions
to ask
Engage in talk about books

Discuss their food preferences and give reasons for these
throughout the module. Discuss different careers in the culinary
world.
Presentations will be shown throughout the course of the module
with a chance to ask and answer questions.

Developing
Cognitive abilities
through language

Write in a variety of genres with
greater sophistication

The children will be able to plan and write recipes for breakfast,
lunch and dinner item.

Competence and
confidence in using
language

Experience varied and
consistent oral language activity
as a preparation for writing.
Give sequences to events and
stories.
Draw from observations

Through the use of existing and new food language the children
will be prepared to write their recipes and later on in Module 3, a
‘food book’. Writing recipes requires writing in a particular
sequence for example, Name of Recipe, Ingredients, Method,
Preparation and Cooking Time, Serving, Garnishing.
The children will draw/illustrate different foods, for example
seeds, and trace their hands when exploring portion sizes.

Making Drawings
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Be able to read and recognise recipe books, explain how recipes
are written and what you expect to find in recipe books.

TEACHING METHODS/PEDAGOGICAL APPROACH
A flexible approach to pedagogy where experiential learning will be used to encourage critical thinking, collaboration, literacy and creativity.
TEACHING APPROACH

1

2

Direct teaching,
demonstration and
activity-based methods,
sound bites (dairy
farming in 1950’s),
cheesemaking video.

Direct teaching,
demonstration and
activity-based methods,
video

ASSESSMENT APPROACH

Teacher observation and All About Milk
Activity Sheet (includes sensory, recipe,
milk concept maps) for a portfolio,
Magic Cream Experiment Sheet.

Teacher observation, All About Peas and
Beans Activity Sheet (includes recipe,
economics) for portfolio

RESOURCES FOR PUPILS

Farm animal presentation
Sound bite farming in the 1950’s.
Prepared video of making oat
milk.
Image of hand/machine milking
Have images of teeth and bones
Empty map of Irish counties.
Cow images of sticking on the
map.
Part filled concept maps in their
All About Milk Activity Sheet
Images of different cheeses for
country identification with flags
Presentation on peas and beans
around the world.
Image of structure of bean
Food pyramid
Bean/pea world map activity
sheets
Video about fibre
All About Peas and Beans Activity
Sheet
Sleeping Seeds Experiment Sheet
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MATERIALS/EQUIPMENT FOR THE CLASS

Aprons, hats tea towels, blu tac/thumb tacks,
Selection of milks (whole milk, low fat,
skimmed, semi skimmed, oat and rice)
Bowls, hand whisk, electric whisk, small jars
with lids, full fat cream, labels, Selection of
Irish cheeses, bowls, napkins.
Small selection of processed cheese products.
Small selection of yoghurts (natural, Greek,
flavoured, dessert).
Chopping boards, suitable knives, selection of
milks, plant substitutes, fruit and vegetables,
blenders (x2). Glasses, plates and knives,
wholemeal fruit scones.

Aprons, hats tea towels. A variety of dried,
canned and processed beans and peas. Beans
and meat for examination.
Meal images (burger, meatballs, chilli, tacos),
Toaster/grill, Food processor, masher, bowls,
spoons, chopping board, suitable knives,
vegetables beans/peas, yoghurt, spices, herbs,
citrus fruit.

3

4

5

Direct teaching,
questioning, activity
based

Teaching observation, Food Detectives
Activity Sheet for portfolio, mock up
fridge, questioning, Dehydrated Potato
Experiment Sheet.

Presentation about shopping and
the supermarket.
Images of different freezer, fridges
Food Detectives Activity Sheet
Mock up cardboard fridge.
Food promotional material
Presentation/large image of a
food label
Dehydrated Potato Experiment
Sheet.

Instruction and guidance
for the groups

Teacher observation on the process of
negotiation of the shopping list, locating
the products and budget, Supermarket
Sweep Shopping List

Supermarket Sweep Shopping List

Mind map, food waste ‘Hacks’ poster,
Food Waste Activity Sheets (includes
lunch box waste and pickle recipe)
preserving fruits and vegetables.

Presentation of food waste.
Mind map for food waste
prevention strategies.
Food Waste Activity Sheet
Food waste chart of most wasted
foods.
Pre-prepared idea cards to avoid
waste occurring
Food Preservation presentation

Direct teaching, question
and answering, activity
based, presentations,
food waste idea cards,
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Aprons, hats tea towels, glue, scissors,
Selection of dried foods, can beans, bag rice,
bag pasta, tinned tomatoes, packet biscuits.
Selection of fizzy drinks, energy drinks,
yoghurt drinks (Actimel) and sweetened and
unsweetened fruit juice.
Large card
Sellotape, markers etc, small teaspoons,
Selection of still and sparkling water,
cucumbers, limes, lemons, oranges,
grapefruits, basil, mint, pineapple, selection of
berries, grapes), glasses, jugs, long straws for
stirring, straws, chopping board, grater,
suitable knives

Aprons, hats tea towels, Black bags and
gloves, Large sheets paper, markers, colours,
blu tac, Selection of preserved foods.
Pineapple, grapes, onions, peppers, freezer
bags, chopping boards, suitable knives

Observation, questions and answers,
opinions and attitudes, making soup and
bread, preparing an oaty breakfast and
an alternative healthy breakfast,
Breakfast and Lunch Activity Sheet.

Board, whiteboard marker.
Presentation healthy breakfast
options.
Healthy lunch presentation.
Breakfast and Lunch Activity Sheet
Food images to demonstrate using
leftover food
Recipe for overnight no cook oaty
breakfast
Recipe for ’Leftover’ soup and
brown bread

Aprons, hats tea towels, ’Leftover’ soup
ingredients and equipment. Ingredients for
overnight no cook oaty breakfast. Equipment
and utensils, chopping board. Small bowls,
spoons.

7

Direct teaching, activity
based

Dinner and Dessert Activity Sheet
preparing and cooking a dinner.
Preparing and baking a hot dessert from
‘leftovers’

Recipes for the meat free dinner
and the hot dessert
Meat free cookbooks
Dinner and Dessert Activity Sheet
Presentation to illustrate cooking
methods.

Aprons, hats tea towels, ingredients and
equipment for the meat free dinner and the
hot dessert.

8

Demonstration and
interactive session with
the children

Teacher observation, menu item
preferences, Come Dine Scoring Cards,
knowledge, opinions about a career in
restaurant industry.

Come Dine Scoring Cards

6

Direct teaching, activity
based, questions and
answering
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CLASS PLANS FOR SECOND 8 SESSIONS (BLOCK 2)
LESSON 1: ALL ABOUT ANIMAL MILK, MILK PRODUCTS AND MILK SUBSTITUTES
SUBJECT INTEGRATION: Language, Mathematics, Science, History, Geography, SPHE, Visual Arts.
INTENDED LEARNING OUTCOMES: at the end of this class session the pupils should:
a.

Know where milk comes from referring to animals (cow, goat, sheep) and know about plant substitutes for milk (soy, oat and rice and nut products)

b.

Know the nutritional value of milk.

c.

Know and recognise the main types of milk products (buttermilk, cheese, yoghurt, cream and kefir).

d.

Know and identify some common Irish cheeses.

e.

Understand about dairy farming in Ireland and its history (hand milking to machines) and recognise the counties that produce the most milk.

f.

Understand that fats can stick to the inside of the body and too much can cause disease.

g.

Understand the fat content in different milks, whole milk, low fat, skimmed (looking at the fat percentages) cream and butter.

h.

Be able to plan and prepare simple flavoured drinks using milk and homemade oat ‘milk’.

FOOD SKILLS: Safe food handling, food hygiene, whisking, blending and chopping.
TEACHING METHODS: Direct teaching, demonstration and activity-based methods, sound bites (dairy farming in 1950’s), cheesemaking video.
ASSESSMENT METHOD/S: Teacher observation and All About Milk Activity Sheet (includes sensory, recipe, milk concept maps) for a portfolio, Magic Cream Experiment
Sheet.
Timing

Teacher 1 activities

Teacher 2
activities

FIRST 2 MINS

Explain the objective of the lesson.
a. The children will be provided with All About Milk Activity Sheet to complete as
we go through the lesson.
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Pupil activities

Materials and
resources
Aprons, hats tea
towels.

PART 1
WHERE DOES
MILK COME
FROM
10 MINS

a.
b.

c.
d.

e.

f.
g.

PART 2
EXAMINING
MILK AND
MILK
PRODUCTS
20 MINUTES

h.
a.
b.

c.

d.
e.

Using a presentation show the children images of different farm animals that
produce milk.
Talk to the children about the changes in dairy farming and how with the help
of technology we have moved from hand milking to machine milking. Show
the children some images of hand milking and milking machines and discuss.
Explain to the children that because we have a lot of lovely fresh green grass
and a mild climate that the milk in Ireland is very good quality and is used all
over the world (dried and used for baby formula etc).
Listen to a sound bite about hand milking and farming in 1950’s.
Show them a map of Ireland and tell what counties have the largest milk
producers. Ask them to identify the county on the map and stick a dairy cow
image on each one.
Explain to the children that some people choose not to eat dairy products
(vegan) and make alternatives to milk using plants, for example, oat, rice and
nut ‘milks.
Use a video to demonstrate to the children how oat milk is made.
Talk to the children about the value of dairy in our diet (fat) and how it gives
us strong bones and teeth they are packed with calcium.
Ask the children to draw images of teeth and bones on their activity sheets
Ask the children if they know where butter, cheese and yoghurt come from?
Have a part filled milk/milk product concept map for the children to work on
in groups and to help them link where the products come from and how they
are made.
Display in glasses a selection of milks for the children (whole milk, low fat
milk, skimmed milk, semi skimmed and two plant-based alternatives. Also
have some creams, butter and plant-based alternatives on display.
Show the children the full fat cream and how thick it is, explain that this is
because there is a high level of fat in the cream.
After washing hands invite the children examine the milk and butter products
in groups. On their All About Milk Activity Sheet ask them to rate the products
on a scale that they think has the most and least fat and then reveal the
answers and why (least fat = 0, most fat = 10).
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Assist the
children in trying
to find the
correct county on
the map.

Watch farm animal
presentation
Discussion about milk and
plant substitutes.
Discuss farming and dairy
after listening to the sound
bites.
Watch the oat ‘milk’ video.
Listen to the sound bite
In their All About Milk Activity
Sheet the children will
 Draw images and to
link drinking milk to
healthy teeth and
bones.

Work with the
children to
complete the
concept map in
their All About
Milk Activity
Sheets with
prompts and
encouragement.
Help to arrange
the milk display.

Children wash their hands.
In their All About Milk Activity
Sheet
 Work on milk
concept maps.
 Guess which product
has the most fat
content
 then check labels
and fill in correct
information found
on the food label (fat
percentages)

Farm animal
presentation
Sound bite
farming in the
1950’s.
Prepared video of
making oat milk.
Image of
hand/machine
milking
Have images of
teeth and bones
Empty map of
Irish counties.
Cow images of
sticking on the
map.
Blu Tack/thumb
tacks
Part filled concept
maps in their All
About Milk
Activity Sheet
Selection of milks
(whole milk, low
fat, skimmed,
semi skimmed,
oat and rice)
Bowls, hand
whisk, electric
whisk, small jars
with lids, full fat
cream, labels

f.

g.

PART 3
OPTIONAL
TYPES OF
IRISH CHEESE
AND
YOGHURT
10 MINS

h.
a.

b.

c.
d.

e.
f.
PART 4
PLAN A
MAKE A
MILK/PLANT
BASED DRINK
15 MINS

a.

b.

c.

Introduce the concept of food labels. Examine the milk cartons with the
children and show them how to identify the percentage of fat in each milk. Fill
in information on their activity sheets.
Conduct the Magic Cream Experiment (Appendix C) to help the children to
understand how one product/substance can be changed into another. Change
cream into whipped cream (using hand whisk and electric whisk) and into
butter.
Ask the children to fill in results on their Magic Cream Experiment Sheet
Explain to the children that cheese can be made from all types of milk, cows,
sheep, goat and buffalo and that every country is well known for certain
varieties for example mozzarella from Italy (the stringy cheese that is used on
pizzas), Emmenntal (the cheese with the holes) from Switzerland, Feta (Greek)
and Irish Cheeses. Use some images and flags of the country to reinforce
learning.
Have a variety of Irish cheeses on display and explain to them that because of
the high quality of the milk and number of farms in Ireland, we have a very
wide variety of cheeses in Ireland.
Also have on display a selection of processed convenience cheese products.
Do the children recognise the products?
Invite the children to smell and taste some of the cheeses and get them to
vote on their All About Milk Activity Sheet which ones they liked and didn’t
like under smell, look and taste.
Have a video to show the children of real-life cheese making.
Ask the children about yoghurt and if they eat it? What types of yoghurt do
they eat? Have a selection on display for discussion.
Provide a selection of milks (above) fruits and vegetables for the children and
encourage them to come up with milk-based drink based on a combination of
both (for example kale and pineapple, strawberry and beetroot, spinach and
blackberry).
After washing hands ask them to work in groups to plan the milk/plant-based
recipe in their All About Milk Activity Sheet, to include an inventive name,
ingredients, equipment and method.
Once complete invite the children to make their drinks using the equipment
supplied and present, share and serve their drinks to the other groups.
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Hands on experiment to
change cream into whipped
cream and butter.
Children fill in results on their
Magic Cream Experiment
Sheet.

Help to set up the
display for the
cheese and
yoghurt.
Be ready to
answer question
on the products.

In their All About Milk Activity
Sheet
 Record different
cheeses taste and
smells
 Vote for their
favourite

Selection of Irish
cheeses, chopping
board, knife,
bowls, napkins.
Small selection of
processed cheese
products.
Small selection of
yoghurts (natural,
Greek, flavoured,
dessert).
Images of
different cheeses
for country
identification with
flags.

Give assistance to
the children
when required as
they make their
drinks.

In their All About Milk Activity
Sheet
 Complete recipe for
milk-based drink
Work in groups to make the
drinks.
Share and serve drinks with
other groups and eat
together.

Chopping boards,
suitable knives,
selection of milks,
plant substitutes,
fruit and
vegetables,
blenders (x2).
Glasses, plates
and knives,

d.

Allow the children to eat taste their homemade butter and whipped cream
with some wholemeal scones served alongside their homemade drinks.

wholemeal fruit
scones.

IN THE NEXT CLASS WE WILL BE INVESTIGATING PEAS AND BEA
LESSON 2: ALL ABOUT PEAS AND BEANS (PULSES)
SUBJECT INTEGRATION: Mathematics, English/Irish, Science, Geography, SPHE
INTENDED LEARNING OUTCOMES: at the end of this class session the pupils should:
a.

Know the appearance, names and origins of common peas and beans eaten around the world.

b.

Know the names and common cookery uses of peas and beans

c.

Know the economical and nutritional value of peas and beans as a low-cost alternative to meat.

d.

Understand the value of peas and beans in healthy eating.

e.

Understand how peas and beans grow.

f.

Understand that peas and beans are used in animal diets.

g.

Be able to plan a nutritious meal using peas and beans as an alternative to meat.

h.

Be able to make bean-based yoghurt dip (black bean/butter bean) to serve crispy pitta/tortilla bread.

FOOD SKILLS: Safe food handling, food hygiene, using a food processor, mashing, slicing, mixing.
TEACHING METHOD: Direct teaching, demonstration and activity-based methods, video
ASSESSMENT METHOD/S: Teacher observation, All About Peas and Beans Activity Sheet (includes recipe, economics) for portfolio
Timing

Teacher 1 activities

Teacher 2 activities
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Pupil activities

Materials and resources

FIRST 2
MINS

PART 1
PEAS AND
BEANS 10
MINS

PART 2
SPROUTING
BEANS
10 MINS

Explain the objective of the lesson.
a. The children will be provided with All About Peas and Beans Activity
Sheet to complete as we go through the lesson.
a.

Introduce the children to peas and beans with a presentation about
different varieties from around the world for example; lentil, broad
bean, chick pea, mung bean, peanut, soybean, green bean, peas etc.
Tell the children that bean and peas are actually seeds and show them
the structure
b. Discuss beans and peas with the children and ask them do they eat
beans? What do they eat?
c. Ask the children to find beans on the food pyramid, what else is
included in that group? Meat? How much should we eat every day?
Record in their All About Peas and Beans Activity Sheet
d. Explain to the children like meat and fish beans are a rich source of
protein, refer back to the images of weightlifters with muscles used in
the meat lesson (proteins keep our blood and body strong). Explain to
the children that beans are low in fat and also high in fibre.
e. Talk about Fibre as it’s a new concept. It helps us to ‘poo’. It is found in
beans and peas, also fruit, vegetables and wholegrain bread. It also
cleans the digestive system and keep us healthy. Show a short video.
f. Display a selection of dried beans, peas in bowls and supermarket
canned varieties of beans and peas.
g. Do the children recognise any of the bean’s peas on display? Let the
children touch and smell the different varieties. From the selection
provided, ask the children to tape a bean/pea onto the country of origin
on their bean/pea world map in their All About Peas and Beans Activity
Sheet
a. Sleeping Seeds Experiment (Appendix D)
Every seed needs water, the right temperature and light to grow. Once it has
these 3 things it will start to grow.
Divide the class into groups and split the two experiments.
1. Pea sprouting experiment
2. Growing beans in a bag experiment
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Aprons, hats tea towels.

Help to arrange the food
display of beans and peas.
Facilitate a discussion
about the beans/peas.
Help the children to tape
peas/beans onto the
country of origin.

In their All About Peas and
Beans Activity Sheet the
children will
 Record the
amount of beans
to eat each day
using the food
pyramid
 Tape the dried
bean/pea on to
the correct
country on map.
Children watch video on
fibre
The children will touch and
feel the different peas and
beans on display.

Presentation on peas and
beans around the world.
Image of structure of
bean
A variety of dried, canned
and processed beans and
peas.
Food pyramid
Bean/pea world map
Video about fibre.
All About Peas and Beans
Activity Sheet

Help the children to
conduct and record their
experiments in their
Sleeping Seeds Experiment
Sheet

Divide the class into groups
and allow them to work
together on the
experiments.
Ask them to make a record
of the Day 1 findings.

Sleeping Seeds
Experiment Sheet details

Provide the children with the experiment details and materials. Also provide a
chart in their Sleeping Seeds Experiment Sheet to record changes each week.
PART 3
MEAT V’S
BEANS
PLAN A
MEAT FREE
MEAL
10 MINS

a.

b.
c.
d.
e.

f.

g.
PART 4
PREPARE A
SPICED
BEAN
YOGHURT
DIP
15 MINS

a.

b.
c.
d.

Tell the children that pulses are a great food not only because of their
nutritional value but also because they are not as expensive as meats or
fish. you can also store them for long periods of time and they will not
go ‘off’ as quickly as meat or fish.
Taking some of the beans from earlier and bringing along some
meat/fish products, ask them children to compare the prices.
On All About Peas and Beans Activity Sheet, compare the amount of
food in Kg or grams and the price. Do the same for the beans/peas.
Work out with the children what how much 1kg of beef is and 1kg of
beans? Which is better value?
Let’s plan a meat free meal? Get the children to vote on a favourite
from a selection of provided meat-based meal cards (burger, meatballs,
chilli and tacos).
Then tell them that we can make these meals meat free and nutritious.
Let them know we will work on the recipe in a later session (bean
burger, chilli, sweet potato and black bean meatballs, tacos)
Decide if the dish needs accompaniments and write this in our All About
Peas and Beans Activity Sheet
Ask the children if they ever eat nachos/chips or dips? Provide a
selection of ingredients (tinned peas/beans), natural yoghurt, spices
and herbs, vegetables, garlic, citrus fruits, crispy tortilla/pitta bread.
In groups encourage the children to choose ingredients for a dip and
accompaniment to make.
In their All About Peas and Beans Activity Sheet, ask them to record the
ingredients, amounts and method.
Make the dips and invite the children to present, offer and share their
dips with other groups in the class.
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Provide guidance to the
children to the children

Support the children when
making their dips and
accompaniments.

Continue to record and
track the changes in the
coming weeks.
In their All About Peas and
Beans Activity Sheet the
children will
 complete the
economics activity
comparing meat
and bean prices.
 Vote and record
which meat free
meal we will make
and any
accompaniments

The children will select
ingredients to make a
homemade bean dip.
In their All About Peas and
Beans Activity Sheet
 record their recipe
Present, offer and share
dips with the class.

Beans and meat for
examination.
Meal images (burger,
meatballs, chilli, tacos)

Toaster/grill, Food
processor, masher, bowls,
spoons, chopping board,
suitable knives,
vegetables beans/peas,
yoghurt, spices, herbs,
citrus fruit.

LESSON 3: BECOMING A ‘FOOD DETECTIVE’: FOOD LABELS, FOOD COMPARISONS AND THE SUPERMARKET.
SUBJECT INTEGRATION: Mathematics, English/Irish, Science, SPHE, Visual Arts
INTENDED LEARNING OUTCOMES: at the end of this class session the pupils should:
h.

Know where to go to find different foods, a supermarket, a local market, a butcher, a fishmonger, a bakery.

i.

Know what areas of the supermarket you can find certain foods example, milk, fruit, vegetables.

j.

Know how important is it to store foods correctly in the fridge and freezer.

k.

Know about soft drinks and what they contain.

l.

Understand how to store food safely in the fridge at home, what goes where?

m. Understand how we learn about the food we eat; using the food label and what information is on a food label.
n.

Understand what calories and portions are?

o.

Understand the importance of water in daily diet.

p.

Be able to recognise healthy and unhealthy drinks from the label’s nutritional information.

q.

Be able to make flavoured waters as an alternative to soft drinks.

FOOD SKILLS: Safe food handling, food hygiene, slicing, chopping, mixing, grating.
TEACHING METHODS: Direct teaching, questioning
ASSESSMENT METHOD/S: Teaching observation, Food Detectives Activity Sheet for portfolio, mock up fridge, questioning, Dehydrated Potato Experiment Sheet.
Timing

Teacher 1 activities

Teacher 2 activities

FIRST 2 MINS

Explain the objective of the lesson.
a. The children will be provided with Food Detectives Activity Sheet to
complete as we go through the lesson
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Pupil activities

Materials and
resources
Aprons, hats tea
towels.

PART 1
WHERE CAN
WE BUY
FOOD?
15 MINS

a.
a.

b.

c.

d.

e.

f.

g.
h.
i.
j.
k.
PART 2
LABEL
DETECTIVES
15 MINS

a.

b.

Check on Sleeping Seeds Experiment (growth and changes, record in
Sleeping Seeds Experiment Sheet).
Prepare a presentation containing images of different places you can
purchase food for example the supermarket, a market, a butcher, a
bakery etc.
Question the children about the types of places they have been to buy
foods. This may lead to a conversation around the amount and frequency
of visiting the shop and what is purchased.
Using the presentation talk to the children about the different sections in
the supermarket, the fridges, freezers, dry foods, breads etc. Show them
images of the different sections.
On their Food Detectives Activity Sheet provide a list of different products
and ask them to match the food to where you might find the product in
the shop. Check the answers and correct and explain if needed.
Using the presentation talk to the children about fridges and all the types
of products that need to be kept in a fridge and why. Explain the
temperature that the fridge needs to be keep at to ensure food safety (5°
Celsius). Record in their Food Detectives Activity Sheet
Using the presentation talk to the children about freezers and the types
of food that can be stored in freezers. Explain the temperature –18°
Celsius.
Talk to the children about the risks of food poisoning if food is not stored
correctly and how this cab make you very ill.
Show the children an image of correct food storage in the fridge at home
Next move on to food that is stored on supermarket shelves.
Create a 2-D or a 3-D fridge/freezer with the children with top, middle,
bottom shelves and drawers for the classroom.
Using a selection of foods cut out from promotional material, ask the
children to stick the foods onto the correct shelf in the fridge
Tell the children that before we buy food, we can tell a lot about it by
looking at the packaging. Ask the children if they ever look or read the
‘packets’? What types of information have they noticed?
On a large image show the children a mock up label, pointing out and
explaining the type of information we can get from a label: the name of
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Be prepared to enter a
question and answers
session with the children
around places to but
food.
Be on hand to help
making the 2-D/3-D
fridge.

Listen and watch the
presentation.
In their Food Detectives
Activity Sheet
 Complete
product and
storage match
 Record fridge
and freezer
temperatures

The children will work
together to place the
foods on the correct
shelf in the fridge.

Presentation about
shopping and the
supermarket.
Images of different
freezer, fridges
Food Detectives Activity
Sheet
Mock up cardboard
fridge.
Food promotional
material
Glue, scissors

Help the children to
become food detective in
figuring out how much
sugar are in certain
drinks.

Children will ask and
answers questions
about food labels.

Presentation/large
image of a food label.
Selection of dried
foods, can beans, bag
rice, bag pasta, tinned

c.

d.
e.

f.

g.

h.
i.
j.

k.

the food, list of ingredients, best before/use by dates, storage
instructions, nutritional information, cooking instructions, recycling
symbols and weight of the food. Tell the children that the on the
Ingredients list the ingredients are listed in descending order.
Provide a selection of dried foods, can of beans, bag of rice, bag of pasta,
tinned tomatoes and ask the children to fill in their Food Detectives
Activity Sheet an empty food label under the headings above for a
product of their choice.
Ask the children if they noticed the Box that contained the NUTRITIONAL
INFORMATION when they were looking at their labels?
Remind children of the knowledge learned in previous class sessions,
different foods contain different amounts of carbohydrates, fats,
proteins, vitamins and minerals, salt.
Tell the children that we are going to become FOOD DETECTIVES and
investigate the nutritional information of some drinks to figure out if
they are healthy or not.
Point out the explain calories to the children, that a calorie is a unit of
measurement — but it doesn't measure weight or length. It is a unit of
energy. It tells you how much energy your body could get from eating
that food. We all need calories they are not bad for you BUT eating too
many calories and not burning off that ENERGY can lead to weight gain.
Explain that food high in fats and sugar are high in calories, foods like
fruit and vegetables are low in calories.
Provide a selection of fizzy drinks, energy drinks, yoghurt drinks (Actimel)
and sweetened and unsweetened fruit juice.
First divide the class into groups and have them figure out the sugar in 3
drinks each. Fill out their Food Detectives Activity Sheet. Help the children
figure out how may grams of sugar are in each drink, converting this is
teaspoons. We will place the equivalent number of teaspoons/sugar
cubes beside each drink label. (1 teaspoon or 1 cube of sugar = 4 grams
of sugar).
Once all groups are complete have the children come back together and
work collaboratively on a poster for the classroom. The children will take
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Help to collate the poster
and discuss the findings.

In their Food Detectives
Activity Sheet, the
children will
 fill in food
label
 complete and
record their
Food
Detectives
Sugar activity
Following this they will
work together to create
a poster for the
classroom based on
their findings.

tomatoes, packet
biscuits.
Selection of fizzy drinks,
energy drinks, yoghurt
drinks (Actimel) and
sweetened and
unsweetened fruit
juice.
Large card
Sellotape, markers etc,
small teaspoons.

l.
PART 3
PORTION
SIZES AND
WATER
10 MINS

a.
b.

c.

d.

e.

PART 4
MAKE AN
ALTERNATIVE
WATER DRINK
10 MINS

the labels from each bottle they have worked on and stick them on the
poster alongside their results to create an overall table.
Discuss the findings with the children, what do they think is the
healthiest drink.
Using the Healthy Eating, Food Safety and Food Legislation guide from
Healthy Ireland discuss the importance of portion size with the children.
Have each child trace their hand onto their portion size into their Food
Detectives Activity Sheet. Using this as a reference for the portion size for
lean meat, poultry and fish. Use the width and depth of your thumbs to
guide the portion size of cheese.
Ask the children what they have in common with trees, plants and
animals? They all need water to survive. Tell then that our bodies are
made of about 70 per cent water (it makes up our blood, digestive juices
and sweat, and it’s found in our organs and muscles). Without water our
bodies would stop working properly.
Divide the class into groups to conduct the Dehydrated Potato
Experiment (Appendix E) to show how water keeps us hydrated as
opposed to water with sugar or salt added.
What are the results? Record in the Dehydrated Potato Experiment
activity sheet.

a.

Assist the children in the
Dehydrated Potato
Experiment.

Tell the children that we can add or infuse flavours to water to make the
Provide advice and
taste more interesting and unique.
guidance to the children
b. Provide the children will a selection of still and sparkling water and a
when making their drinks.
selection of fruits, vegetables and herbs (cucumbers, limes, lemons,
oranges, grapefruits, basil, mint, pineapple, selection of berries, grapes).
c. Divide the class into groups and ask them to come up with a new exciting
drink. Complete their recipes in their Food Detectives Activity Sheet
(Infused Drink Recipe) with an exciting name, list of ingredients,
equipment and method.
d. Allow the children to make, present, offer and share their drinks with the
other groups in the classroom.
IN THE NEXT CLASS WE WILL BE TAKING A TRIP THE LOCAL SUPERMARKET FOR SUPERMARKET SWEEP
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In their Food Detectives
Activity Sheet, the
children will
 draw their
hands for
portion sizes
and fill in
appropriate
information.
The children will
conduct the
Dehydrated Potato
Experiment and
document and record
results in their
Dehydrated Potato
Experiment Sheet.
In their Food Detectives
Activity Sheet, the
children will
 Complete their
recipes
Make an infused water
drink.

Dehydrated Potato
Experiment Sheet.

Selection of still and
sparkling water,
cucumbers, limes,
lemons, oranges,
grapefruits, basil, mint,
pineapple, selection of
berries, grapes),
glasses, jugs, long
straws for stirring,
straws, chopping board,
grater, suitable knives.

LESSON 4: STUDY VISIT ‘SUPERMARKET SWEEP’
SUBJECT INTEGRATION: Mathematics, English/Irish, SPHE
INTENDED LEARNING OUTCOMES: at the end of this class session the pupils should:
h.

Know the meal (lunch) and recipe they are planning to shop for (vegetable soup with homemade brown bread).

i.

Know about the importance of making a shopping list.

j.

Know what storage area to look for when locating the ingredients on the shopping list.

k.

Understand the importance of thinking before buying special offer foods.

l.

Understand the importance of being respectful and kind in the world around them.

m. Be able to locate the foods on the shopping list.
n.

Be able to compare similar products and pick the most nutritious and economical product.

o.

Be able to check best before and use by dates.

p.

Be able to pay and pack the food items.

FOOD SKILLS: Shopping: locating different products in the supermarket, working with a shopping list, figuring out cost of foods and paying.
TEACHING METHODS: Instruction and guidance for the groups
ASSESSMENT METHOD/S: Teacher observation on the process of negotiation of the shopping list, locating the products and budget, Supermarket Sweep Shopping List

Timing
FIRST 5
MINS

Teacher 1 activities
a.
a.
b.

Teacher 2 activities

Explain the objective of the lesson. A visit to a local supermarket.
Check on Sleeping Seeds Experiment (growth and changes, record in Sleeping
Seeds Experiment Sheet). Also check on the Dehydrated Potato Experiment.
Prior to the visit, we will speak to the supermarket and ask if they can
facilitate us for 30 minutes to complete the task.
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Health and Safety
requirements, Staying safe
on the way to the
supermarket.

Pupil activities

Materials and
resources

c.
PART 1
RECIPE
AND
SHOPPING
LIST
5 MINS

a.

PART 2
SHOPPING
20 MINS

a.

PART 3
RETURN TO
SCHOOL
10 MINS

a.

b.

c.

b.

The children will be provided with Supermarket Sweep Shopping List to
complete at the end of the lesson.
Prior to the visit the teacher will prepare a recipe and list of ingredients for a
vegetable soup with homemade brown bread.
Before leaving the school, the teacher will talk through the recipe and
ingredients list and circulate to all the children (sheets will include space to
work out the cost of the food before going to the tills).
Split the class into groups (some will collect veg, some dairy and some dry
ingredients) and tell them they work together in the shop to collect the
ingredients, figure out the cost, and pay for the food.
Facilitate the children in the supermarket; locating the ingredients,
calculating the costs, paying and packing.
Do they remember where the milk is stored, the flour and the vegetables?
Did they check the best before/use by dates? Did they get the best price?
On return we will discuss the visit, was the task easy or hard? Did they enjoy
it?

Talk though the challenge
with the children and
arrange groups.

Each teacher will stay with
a group each in the
supermarket.
Facilitate group
discussions.

IN THE NEXT CLASS WE WILL BE INVESTIGATING FOOD WASTE AND PRESERVING FOODS
LESSON 5: FOOD WASTE AND PRESERVING FOODS
SUBJECT INTEGRATION: Mathematics, English/Irish, Science, Geography, SPHE, Visual Arts
INTENDED LEARNING OUTCOMES: at the end of this class session the pupils should:
f.

Know what food waste is and how it can happen in everyday life.

g.

Know the key areas where we can avoid food waste from occurring; planning, shopping, storage and cooking.

h.

Know that cost of food waste (monetary and environmental).

i.

Understand the ways we can reduce our food waste.

j.

Understand how food preservation can help to make our foods last longer.

424

The children will
receive individual
recipe and
shopping lists.

Allow each group
to discuss their
shopping
experience for 2
mins.

Recipe for soup and
brown bread.
Shopping list and
budget
Shopping bags
Money

k.

Understand the different preservation methods (drying, smoking, salting, pickling, freezing, canning).

l.

Be able to preserve a variety of fruit and vegetables using the ‘freezing’ method.

m. Be able to plan other ways of preserving fruit and vegetables if someone buys too many.
FOOD SKILLS: Safe food handling, food hygiene, slicing, chopping, freezing as a method of preservation
TEACHING METHODS: Direct teaching, question and answering, activity based, presentations, food waste idea cards
ASSESSMENT METHODS/S: Mind map, food waste ‘Hacks’ poster, Food Waste Activity Sheets (includes lunch box waste and pickle recipe) preserving fruits and vegetables.
Timing

Teacher 1 activities

FIRST 2 MINS

Explain the objective of the lesson.

PART 1
FOOD WASTE
15 MINS

b.
c.
d.

e.
f.

g.
h.
i.
j.
k.

Check on Sleeping Seeds Experiment (growth and changes, record in
Sleeping Seeds Experiment Sheet).
The children will be provided with Food Waste Activity Sheet to complete
as we go through the lesson.
Use a presentation to show the amount of waste that is produced from
food, and why wasting food is wrong, how much effort is put in to
producing food to get it into our homes and our lunchbox.
Talk to the children about what is wasted when we waste food example;
time, energy, land, water, money.
Ask the children to look through their lunch boxes and identify any waste
that might come from it (if it’s after lunch we can sort through the waste
and make a chart of food waste).
Ask the children to fill in what they find in their Food Waste Activity Sheet
What are the categories of waste: Food, plastic, cardboard?
What could we do to help us to reduce waste from our lunch boxes?
Show the children images of food that is wasted the most, salads, fruit
and vegetables, bread.
Investigate the key areas where we can avoid food waste from occurring,
use some pre-prepared idea cards to give the children some ideas and

425

Teacher 2 activities

Pupil activities

Help children with Food
Waste Activity Sheet and
any questions.
Facilitate filling in the
mind map and activity
sheet

In their Food Waste
Activity Sheet, the
children will
complete
 the lunch
box waste
activity.
 What are
the
categories
of waste
from the
lunch box?
Voice their opinions
on food waste and
give their ideas and
solutions.
Work on the mind
map for food waste

Materials and
resources
Aprons, hats tea towels
etc
Presentation of food
waste.
Mind map for food
waste prevention
strategies.
Food Waste Activity
Sheet Black bags and
gloves
Food waste chart of
most wasted foods.
Pre-prepared idea cards
to avoid waste
occurring.

PART 2
PRESERVED
FOODS AND
METHODS OF
PRESERVATION
10 MINS

PART 3
REDUCE FOOD
WASTE POSTER
15 MINS

PART 4
PLAN AND
PREPARE SOME
FOODS FOR

inspiration; planning, shopping, storage and cooking using part filled mind
maps to figure out strategies to reduce waste for example:
l. Planning: plan your meals saves you time and money. Look at the foods
you already have in the cupboard/fridge.
m. Shopping: Making a list and sticking to it, check the dates, BOGOFFS (buy
on get one free), flashy labels. Buying in bulk can lead to food waste. No
such things as perfect fruit and vegetables.
n. Storage: correctly store and prepare food, check dates, FIFO (first in, first
out).
o. Cooking: leftovers, portion sizes and preserving foods.
a. Talk to the children using a presentation about preservation and how it
has been used throughout history long before fridges or freezers. For
example, in hot climates, drying was used while in colder climates freezing
was a good method. Preservatives such as salt, vinegar and sugar have
been used throughout the centuries.
b. Display a selection of preserved food such as pickles, lemons, sauerkraut,
jam, marmalade, smoked Irish fish, cured meat, canned beans.
c. Explain the different preserving methods with the aid of the products
(drying, smoking, salting, pickling, freezing, canning, fermenting) used
today and how preserving foods can help to save money, stop food waste
and it is also environmentally friendly (using seasonally grown foods and
re using jars).
a. Split the children into groups to work on Food Waste ‘Hacks’ posters.

reduction
strategies.

Show the children the
different preserved foods,
allow them to use their
senses to examine the
foods.

Children will have
the opportunity to
touch, feel and
smell the preserved
foods and
understand
preserving is a great
way to avoid food
waste.

Food Preservation
presentation.
Selection of preserved
foods

Provide assistance when
required.

Children will work
in groups to plan
and execute their
food waste ‘hacks’
poster.

Large sheets paper,
markers, colours, blu
tac

Help the children to come
up with recipes. Provide
feedback and
encouragement.

In their Food Waste
Activity Sheet, the
children will

Pineapple, grapes,
onions, peppers,
freezer bags, chopping
boards, suitable knives

Examples: Food sharing lunch tables, leftover, soups, sauces and stocks – just put
them in ice cube containers, grate broccoli stems for salads, freeze berries for
later, make a shopping list, check food dates in the supermarket, check your
shelves before you shop, preserve foods.

a.




Provide a selection of fruit and vegetables for freezing:
Pineapple
Grapes
Onions
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PRESERVATION
10 MINS

 Peppers
b. Make a pickle recipe plan with the children for preparing ‘pickles’ for the fridge
using cucumbers/grapes as snack options and include in their Food Waste Activity
Sheet.

Make a
recipe
plan for
preparing
pickles
Chop and prepare
the fruit and
vegetables for
freezing.

IN THE NEXT CLASS WE WILL BE PREPARING BREAKFAST AND A ‘LEFTOVER’ LUNCH

LESSON 6: BREAKFAST AND A LUNCH MADE USING ‘LEFTOVER’S’
SUBJECT INTEGRATION: Mathematics, English/Irish, Science, SPHE
INTENDED LEARNING OUTCOMES: at the end of this class session the pupils should:
a.

Know the importance of breakfast (breaking the fast) in the diet and why it is considered the most important meal of the day.

b.

Know the difference between wholegrain and high sugar breakfast cereals sold in supermarkets.

c.

Know the importance of a healthy lunch in school.

d.

Understand the nutritional content of shop bought breakfast cereals.

e.

Understand how beneficial it is to use leftover foods.

f.

Be able to make a healthy breakfast alternative based on oats.

g.

Be able to plan other healthy breakfast alternatives.

h.

Be able to plan and prepare a soup from ‘leftover’ mashed potato and a brown bread.

FOOD SKILLS: Safe food handling, food hygiene, chopping, peeling, slicing, measuring, mixing.
TEACHING METHODS: Direct teaching, activity based, questions and answering
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ASSESSMENT METHOD/S: Observation, questions and answers, opinions and attitudes, making soup and bread, preparing an oaty breakfast and an alternative healthy
breakfast, Breakfast and Lunch Activity Sheet.

Timing

Teacher 1 activities

FIRST 2 MINS

Explain the objective of the lesson.

PART 1
THE
IMPORTANCE
OF BREAKFAST
AND LUNCH
5 MINS

a.
b.
c.
d.

e.

f.

g.
h.

i.

Check on Sleeping Seeds Experiment (growth and changes, record in
Sleeping Seeds Experiment Sheet).
The children will be provided with Breakfast and Lunch Activity Sheet to
complete as we go through the lesson.
Get the conversation started about breakfast, who has had their
breakfast today, what did they have, what do they like to eat.
On the board quickly note the breakfasts and see what comes out as the
most popular, vote for top 3 breakfasts and record in their Breakfast and
Lunch Activity Sheet.
Talk about breakfast being the most important meal of the day especially
for children who are in school learning and have fun. Eating breakfast
gives everyone a boost of energy.
Tell the children that our bodies have been ‘fasting’ all night when we
were asleep and they need a boost of energy in the morning to help us to
have a good day. Eating a healthy breakfast can help our minds and
improve our concentration.
Show the children on a presentation with a selection of healthy breakfast
options.
Make a list of 5 top tips to make sure we don’t ever miss breakfast
(example: get up earlier, set alarm, set table night before, prepare fruit,
sit and enjoy) record in their Breakfast and Lunch Activity Sheet
Talk to the children about continuing to fuelling the body throughout the
day with the help of a healthy lunch. Share with the children some
healthy lunch ideas.
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Teacher 2 activities

Pupil activities

Initiate a conversation
about breakfast time.
Quickly take note of
favourite breakfasts on
the board.

Pupils get involved in
a discussion about
breakfast offering
their opinions and
attitudes towards
certain breakfast
foods.
In their Breakfast
and Lunch Activity
Sheet
 Vote and
record for
top three
breakfasts.
 Make list of
5 top tips
to avoid
missing
breakfast

Materials and
resources
Aprons, hats tea
towels etc
Board, whiteboard
marker.
Presentation healthy
breakfast options.
Healthy lunch
presentation.

PART 2
LEFTOVER
FOODS
5 MINS

a.

Remind the children about food waste from the last session and talk to
them about how we can use leftovers in cooking to make healthy food,
save money, avoid waste and be good to the environment.
b. Show the children a few images for example (overripe bananas can be
turned into banana bread, old peeling and bones can be turned into
stock; bread can be turned into French toast).
PART 3
a. Provide a selection of ingredients, equipment and a recipe to make a
MAKE A
healthy brown bread and a ‘leftover’ mashed potato soup.
BROWN
b. Divide the children into groups to prepare the recipes. In each group
BREAD AND A
there will be a head chef who will be the team leader. They will allocate
SOUP FROM
jobs to the rest of the team (half the team will prepare the soup and half
‘LEFTOVER’
the bread). Together they will prepare the soup and bread for baking.
20 MINS
c. The teacher with the assistance of the pupils, will put the soup on to cook
and the bread in to bake while we move onto the next element of the
session.
d. Work together to clear up.
PART 4
a. The final part of the session involves making a no cook oaty breakfast,
MAKE AN
this is prepared the night before, refrigerated and is ready to eat the next
OATY
morning.
BREAKFAST
b. Mix the groups a little and with a recipe card provided by the teacher the
AND PLAN A
children will prepare the no cook oaty breakfast. Once prepared the
HEALTHY
breakfast is covered with cling film and placed in the fridge overnight.
BREAKFAST
c. The children can eat the next morning, topped with sliced bananas if they
15 MINS
wish.
d. Once complete the soup and bread will be checked. This can be removed
from the oven and served to the children to enjoy or kept for tomorrows
lunch.
IN THE NEXT CLASS WE WILL BE PREPARING DINNER AND A ‘LEFTOVER’ DESSERT
LESSON 7: DINNER AND A DESSERT MADE USING ‘LEFTOVER’S’
SUBJECT INTEGRATION: Mathematics, English/Irish, Science, SPHE
INTENDED LEARNING OUTCOMES: at the end of this class session the pupils should:
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Guide, advice and assist
the children in making
their recipes.

Guide, advice and assist
the children in making the
oaty breakfast. Help to
clear up.

Children will have
the opportunity to
ask questions and
give opinions on the
idea of leftover food.

Food images to
demonstrate using
leftover food.

The children will
work together in
groups to produce a
‘leftover’ soup and a
brown bread.
The children will
include their recipes
in their Breakfast
and Lunch Activity
Sheet.
In groups prepare
the no cook oaty
breakfast to enjoy
the next morning.

’Leftover’ soup recipe
and ingredients,
brown bread recipe
and ingredients,
equipment.

Recipe for overnight
no cook oaty
breakfast. Equipment
and utensils,
chopping board.
Small bowls, spoons.

a.

Know the importance of planning weekly meals.

b.

Know the different options available to eat from each food group (carbohydrates, protein, fruit and vegetables).

c.

Understand how to put together weekly meal plan.

d.

Understand the different cooking methods: baking, boiling, grilling, poaching, roasting, steaming, stir-frying.

e.

Be able to make plan dinner for a week based on a selection of ingredients.

f.

Be able to prepare the meat free meal already voted on by the class in Session 2: All about Peas and Beans (pulses)

g.

Be able to make a healthy ‘leftover’ hot dessert from leftover bread.

FOOD SKILLS: Safe food handling, food hygiene, mixing, slicing, measuring, blending, baking, chopping, whisking.
TEACHING METHODS: Direct teaching, activity based.
ASSESSMENT METHOD/S: Dinner and Dessert Activity Sheet, preparing and cooking a dinner, preparing and baking a hot dessert from ‘leftovers’.

Timing
FIRST 2
MINS
PART 1
PLAN A
WEEKLY
DINNER
MEAL
PLAN.
COOKING
METHODS
10 MINS

Teacher 1 activities
Explain the objective of the lesson.
a.
b.
c.

d.

Check on Sleeping Seeds Experiment (growth and changes, record in Sleeping
Seeds Experiment Sheet).
The children will be provided with Dinner and Dessert Activity Sheet to
complete as we go through the lesson.
Based on a selection of fruit, vegetables, peas and beans, help the children
to plan meat free dinners for one week using inspiration from cookbooks
and magazines. Use some of the ideas generated from Session 2: All about
Peas and Beans (pulses) for example; veggie fish finger sandwiches, bean
burger. Include the dinner ideas in their Dinner and Dessert Activity Sheet
Use a presentation to discuss the different methods of cooking and what
methods are the considered healthier.
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Teacher 2 activities

Pupil activities

Provide ideas and
inspiration for a weekly
dinner meal plan.

In their Dinner and
Dessert Activity
Sheet the children
will
 put
together a
meal plan
for dinner
for one
week
The children will
listen and discuss

Materials and resources
Aprons, hats tea towels
etc
Meat free cookbooks,
Dinner and Dessert
Activity Sheet
Presentation to illustrate
cooking methods.

the different
cooking methods.

PART 2
PREPARE
AND
COOK A
MEAT
FREE
MEAL
AND
PREPARE
AND
BAKE A
HOT
DESSERT
BASED
ON
LEFTOVER
BREAD
35 MINS
PART 3
CLEAR UP

a.
b.
c.
d.
e.

Provide a selection of ingredients, equipment and a recipe to make the meat
free dinner voted as a favourite in Session 2.
Divide the children into groups two groups to prepare the recipe. One group
will prepare the dinner recipe and one will prepare the dessert.
In each group there will be a head chef who will be the team leader. They
will allocate jobs to the rest of the team.
Together they will prepare the meat free dinner and the hot dessert.
The teachers with the assistance of the pupils will work together to cook
both recipes and clean up.

IN THE NEXT CLASS WE WILL BE TAKING A TRIP TO TU DUBLIN RESTAURANT

LESSON 8: STUDY VISIT ‘COME DINE AT TU DUBLIN RESTAURANT’
SUBJECT INTEGRATION: Mathematics, English/Irish, SPHE
INTENDED LEARNING OUTCOMES: at the end of this class session the pupils should:
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Help the children to get
set up and to cook their
dinner and dessert recipe.

The class will be
split into two teams
to prepare and
cook both recipes.
The children will
include their
recipes in their
Dinner and Dessert
Activity Sheet.

Recipes, ingredients and
equipment for the meat
free dinner and the hot
dessert.

i.

Know what a restaurant looks like and know different styles of restaurants (fine dining, casual, fast food, cafes)

j.

Know what a menu is and how to read and understand it.

k.

Know how different types of items on common menus (starters, mains, desserts).

l.

Understand how to use the different cutlery and the different condiments.

m. Understand how to order foods and ask questions about the menu.
n.

Be able to discuss their own preferences based on the menu items available.

o.

Be able to discuss the career options in the restaurant industry.

p.

Be able to enjoy their meal while showing manners, care, kindness and respect to their classmates and restaurant staff.

TEACHING METHODS: Demonstration and interactive session with the children.
ASSESSMENT METHOD/S: Teacher observation, menu item preferences, Come Dine Scoring Cards, knowledge, opinions about a career in restaurant industry.

Timing
FIRST 5
MINS

Teacher 1 activities
a.
b.
c.

PART 1
GREETED
AND
SEATED
5 MINS

a.
b.
c.
d.

Teacher 2 activities

Explain the objective of the lesson. A visit to a TU Dublin restaurant for a
meal.
Check on Sleeping Seeds Experiment (growth and changes, record in
Sleeping Seeds Experiment Sheet).
The children will be provided with Come Dine Scoring Cards to use at the
end of the meal.
The head waiter will show the class around the restaurant, taking note of
any unfamiliar equipment that is used in a restaurant
Arrange with the restaurant to ask the children if they have ever been to a
restaurant and what types?
Explain to the children that there are many different types of restaurants.
Possibly arrange with the restaurant to show some gueridon service
(flambé for instance)
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Pupil activities

Health and Safety
requirements, Staying safe
on the way to the college

Facilitate a question and
answers with the children
and waiting staff.

Give their opinions
and their
knowledge about
restaurants.

Materials and
resources

PART 2
READING
THE MENU
AND
ASKING
QUESTIONS,
PLACING
ORDER AND
DINING
30 MINS
PART 3
SCORING
THE MENU
5 MINS

a.
b.
c.

a.
b.

The children will have the chance to read the menu and choose foods they
would like to try.
The children will get the chance to order their own food and ask questions
about the menu items that they do not understand.
Allow the children time to enjoy and share and eat their food together.

Facilitate a question and
answers with the children
and the waiting staff.

Children engage
with waiting staff
to ask and answer
questions about
the menu and food
available.

Based on the starters, mains and desserts each child will get a chance to
score each course.
The children will have the opportunity to voice their opinion about the food
and the restaurant.

Facilitate each table
scoring the menu.

The children will
voice their
opinions and
perhaps give
suggestions about
the food and the
restaurant

IN BLOCK 3 WE WILL WORK ON DESIGNING OUR FOOD BOOK
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Come Dine Scoring
Cards

Appendix O Activity Workbook (Bloc 1)
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Appendix P Activity Workbook (Bloc 2)
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Appendix Q Pilot Hot Lunch Experience Proposal
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CARE FOR SOME LUNCH? IT’S MORE THAN JUST FOOD. A PILOT HOT LUNCH EXPERIENCE
The creation of a hot food lunch experience for the pupils in the school is an important and
complimentary component of the overall year long Food and Cooking programme. The hot food lunch
will be provided on a pilot basis one day per week (Friday) over the course of eleven weeks to all the
school pupils. It will operate using a whole school approach involving collaboration with the principal,
teachers, special needs assistants and pupils. The school previously expressed concern around ‘treat’
day which happens every Friday, and so with this is mind, suitable ‘treat’ alternatives will be included
alongside the hot lunch.
CONCEPT
The concept behind the Pilot Hot Lunch Experience is that eating food is not just about nutrition.
Eating rituals are also about socialising, communicating, sharing and participating. Eating alone, in
front of the television and while engaging with social media can often be the norm at home. By
engaging in the dining experience we have the chance to model to the pupils what it is like to sit
together in a group and share a meal, share stories and chat. Hopefully it will become something the
pupils will look forward to during the school week. The experience also aims to promote social skills
such as table manners and sharing which they can carry into their life outside of school. The routine
involved in preparing, serving, clearing and cleaning during the lunch time experience gives an
opportunity to develop respect, care, and patience amongst each other and with the whole school
team. The aim is also to encourage the teaching staff to sit with the pupils during the hot lunch, we
hope this may bring benefits to both the pupil teacher relationship inside school and the parent child
relationship at home.
A WHOLE SCHOOL APPROACH
Care for Some Lunch? It’s More Than Just Food A Pilot Hot Lunch Experience will involve collaborative
action within the school community (principal, teachers, special needs assistants, pupils) to improve
pupil learning behaviour, health and wellbeing and social and life skills. The Hot Food Lunch experience
will provide an opportunity to extend the positive food messages already provided through the overall
Food and Cooking programme. Adopting a whole school approach will foster an ethos that supports
and encourages health and wellbeing and the participation of everyone in the school. This pilot follows
a request from the school and parents council to help the pupil to eat more healthy foods and also to
link in with the broader school curriculums. The school will need to adapt their existing school lunch
procedures and resources to guide the new approach for the course of the Pilot Hot Lunch Experience.
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ORGANISING AND RUNNING THE HOT LUNCH EXPERIENCE
The hot lunch will be cooked by researcher (using the existing facilities) assisted by teachers/principal/
and the pupils who are already participating in the cooking and food module. The pupils will work on
a rotation basis in the kitchen over the course of the 11 weeks (four pupils per Friday in the kitchen).
The food will be served to all school pupils by the teachers/principal/ researcher and participating
pupils (serving on a rotation basis, four pupils per Friday). For research purposes the lunch that is
already provided to the school will be also be available for one Friday on 06th March 2020. This will
give the pupils a choice as to which one they would prefer to eat, the new hot lunch or the existing
lunch. The reason for doing this on one Friday only is due to reducing food waste and also restricted
financial resources.
The tidying and clearing away after lunch of the room/s will be completed by the
teachers/principal/researcher and participating pupils (cleaning on a rotation basis, four pupils per
Friday). Participating pupils will also assist on a rotation basis to clean the kitchen after lunch assisted
by the teachers/principal/ researcher. Pupils in the younger classes who are not completing the Food
and Cooking programme will have the opportunity to be included in the experience by preparing the
room/s for lunch with activities such as laying the table, organising and preparing the room/s for lunch.
The weekly Friday menu will be developed to incorporate foods discussed during the sessions in Blocks
1 and 2 of the Food and Cooking programme with variations over the weeks. There will be an emphasis
on nutritious, low-cost, plant-based foods keeping in line with recommended nutritional standards.
The lunchtime session will also provide an opportunity to focus on important social aspects of
preparing and eating food together.

PROPOSED HOT LUNCH EXPERIENCE DATES

1.Friday lunch 24th January 2020
2.Friday lunch 31st January 2020
3.Friday lunch 07th February 2020
4.Friday lunch 14th February 2020
5.Friday lunch 28th February 2020
6. Friday lunch 06th March both lunches
available
7.Friday lunch 13th March 2020
8.Friday lunch 20th March 2020
9.Friday lunch 24th April 2020
10.Friday lunch 01st May 2020
11.Friday lunch 08th May 2020
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DRAFT PROPOSED HOT LUNCH EXPERIENCE SCHEDULE

DRAFT PROPOSED FRIDAY HOT LUNCH EXPERIENCE SCHEDULE
DINING ROOM/S SET UP
11.40-12.00

KITCHEN PREP
PUPILS 9.30-11.00

SERVING AND CLEARING
12.10-1.10

CLEARING ROOM
1.30-1.50

KITCHEN CLEANING
1.30-2.00

1. 12.15-12.40 (N1-N2)

Pupils (N1-N2/R1-R3)

Food module pupils

Food module pupils

Food module pupils

Food module pupils

2. 12.40-1.05 (R1-R3)

Pupils (N1-N2/R1-R3)

Food module pupils

Food module pupils

Food module pupils

Food module pupils

3. 1.05-1.30 (R4-R6)

Pupils (N1-N2/R1-R3)

Food module pupils

Food module pupils

Food module pupils

Food module pupils

4. The four students who
were serving 1.10-1.35

Pupils (N1-N2/R1-R3)

Food module pupils

Food module pupils

Food module pupils

Food module pupils

STAGGERED LUNCH TIME

497

THE HOT LUNCH EXPERIENCE SCHOOL SET UP
THE MENU
The weekly Friday menu will be developed to incorporate foods discussed during the sessions in Block 1
and Block 2 of the Food and Cooking programme with variations over the weeks. There will be an
emphasis on nutritious, low-cost, plant-based foods keeping in line with recommended nutritional
standards.
Lunch may consist of a salad (grated carrot) served with a hot lunch and an alternative treat. Water will
be the drink of choice. The school already provides a packed lunch to the pupils which consists of a
sandwich, fruit and water.
FOODS COSTS
The Hot Lunch Experience will extend for 11 weeks. The number of children attending the school is 60
pupils.
FOOD COST ESTIMATION
PUPILS
60

COST PER PUPIL
€2.00

NO. OF WEEKS
11

TOTAL FOOD COST
€1320.00

ESTIMATED OTHER COSTS: Cutlery, crockery, pots/pans, tablecloths, menu board, miscellaneous kitchen
supplies €600.00
TOTAL FOOD COST
€1320.00

OTHER COSTS
€600.00

OVERALL FOOD COSTS
€1920.00

THE DINING SPACE AND TIME
The school dining experience can provide an excellent opportunity to give pupils an experience that they
may not have access to at home or elsewhere. It can provide time to relax and talk with friends, promote
social skills and gives time away from the classroom environment. This proposal has given 25 minutes for
dining time, it also has timetabled a staggered lunch time schedule with the hope of ensuring that all
pupils have time to relax and enjoy their food, all of which can be negotiated. Not having enough time to
digest food, relax and recover can be counterproductive. The spaces/rooms that we will use during the
Hot Lunch Experience is yet to be finalised.
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The pupils involved in the already ongoing Food and Cooking Programme will be closely involved in the
preparing, cooking, serving and clearing of the Hot Lunch. The younger classes will have an opportunity
to get involved in through the preparation of the room/s and table/s for lunch. Pupils serving will be
encouraged to help the younger pupils increasing their involvement and encouraging the theme Care for
Some Lunch.
There may be an opportunity to enhance the whole school approach by asking the older pupils to come
up with a name for their lunch time school restaurant. Pupils could also choose to theme the school
restaurant, sport, horrible histories, Irish myths, friendship, food for living etc. Menus which are of a
‘colouring in’ style could be pre-printed and ready to be coloured in by younger pupils the week before,
then displayed the following week on the school dining tables. The artwork could be displayed on the
walls as reinforcement and a reminder of the lunch experience.
Just as school kitchen rules were established as part of the Food and Cooking programmes, dining room
rules will need to be established especially in relation to behaviour, health and safety. This will ensure
pupils know what is expected of them.
THE KICTHEN FACILITIES
At present we have a hob and oven. At the moment the hob has two working rings however considering
we are planning to cook for the school the remaining rings will need to be fixed. The oven is in good
working order. We have access to a microwave and a 4 slot toaster. There is also a small George Foreman
in the school. We also have 3 soup kettles which can be used to keep food warm during service.
Storage will need to be addressed for the kitchen area. We will need to clear out and re organise the
presses and also provide some shelving for equipment, dry goods, crockery and cutlery.
ETHICS, FUNDING AND EVALUATION
INFORMATION, CONSENT AND ASSENT
As the Integrated Hot Lunch Experience is part of the ongoing research project, information relating to
the Pilot Hot Lunch Experience will need to be issued to the parents/guardians. Parent/Guardian consent
and pupil assent will have to be obtained before participation in the Hot Lunch Experience.
ALLERGIES
Parents/Guardians will also be requested to identify any food-related or health issues of relevance by
completing a Food Allergy Questionnaire.
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FUNDING
The school have agreed to cover the cost of the hot lunch and the equipment, crockery and cutlery
required. We already have a donation of 3 soup kettles, a toaster and some portioned trays however we
will require more items.
EQUIPMENT THAT NEEDS TO BE PURCHASED INCLUDES:
•

3/4 large pots

•

Colander

•

1 muffin tin

•

3 large bowls

•

60 knives and forks

•

60 soup spoons

•

60 teaspoons

•

40 medium plates

•

60 soup bowls

•

60 dessert cups/bowls

•

6 washable round tablecloths

EVALUATION
As already noted the Pilot Hot Lunch Experience is an extension of the already ongoing Food and Cooking
programme, it will take on a whole school approach and therefore those involved will be required to
evaluate the pilot on completion. Included in the evaluation will be:
1. Researcher
2. Principal
3. Teachers
4. Special Needs Assistants
5. Pupils
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SAMPLE HOT LUNCH AND FRIDAY TREAT OPTIONS

WEEK

HOT FOOD

SALAD
Grated carrot and raisin salad
Cucumber, spinach and dill salad
Fresh tomato salad
Mixed Salad
Beetroot and apple salad

TREAT

1
2
3
4
5

Penne with tomato and basil sauce
Vegetable soup served brown scone
Vegetarian spaghetti bolognese
Chilli con carne with baked potato
Homemade baked beans on toast

6

Spinach, sweet potato and lentil dahl,
Cucumber, spinach and dill salad
brown soda bread

Courgette muffins

7
8
9
10

Carrot and orange soup with brown scone
Irish cheddar macaroni cheese
Sweet potato and chickpea curry
Vegetable soup with soda bread

Grated carrot and raisin salad
Mixed Salad
Fresh tomato salad
Beetroot and apple salad

Fruit pizzas
Fruit salad with yoghurt dip
Milk served with oat cookies
Chocolate dipped kiwi and banana

11

Potato cakes with homemade baked beans

Grated carrot and raisin salad

Cocoa and vanilla popcorn
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Banana and blueberry muffins
Fruit salad with yoghurt dip
Cinnamon popcorn
Chocolate dipped mandarin and strawberries
Layered fruit, oats and yoghurt

INTEGRATED CURRICULUM LINKS FOR THE PILOT HOT LUNCH EXPERIENCE ‘CARE FOR SOME LUNCH?
ITS MORE THAN JUST FOOD

MATHEMATICS (WEIGHT, CAPACITY AND TIME)
1. When preparing and cooking Hot Lunch and Friday ‘treat’ the pupils will be applying numeracy
skills when measuring a wide variety of dry and wet ingredients for the recipes.
2. The pupils will select suitable measuring equipment (such as scales, jugs and measuring spoons)
to calculate appropriate metric units (kilogram, gram, litre, millilitre) for their recipes.
3. They will solve and complete practical tasks and problems involving the addition, subtraction,
multiplication and simple division of units of weight.
4. The practical element of cooking will consolidate and further develop a sense of time passing.
Preparing, cooking and serving food within a certain time frame.
LANGUAGE AND LITERACY
1. Pupils will be required to read, understand and follow recipes enhancing their literacy and literacy
skills.
2. They will become familiar with culinary terms and words, explain how recipes are written,
procedural writing and descriptive words.
3. During the course of the Integrated Hot Lunch Experience the pupils will use language, gestures
and other appropriate behaviour in the social dining room environment (expressing tenderness,
gentleness, concern, presenting one's own opinion).
SCIENCE AND TECHNOLOGY
1. Taking photographs before, during and after cooking food is a practice already used in the Food
and Cooking programme. The pupils will continue this practice using the digital camera to take
photos of the food but also the dining room before and after set up.
2. Throughout the preparation and cooking of the Integrated Hot Lunch Experience the pupils will
continue to develop an awareness of the importance of food and energy for growth.
3. Using all the sense (touch, sight, smell, hearing and taste) the pupils will explore their school
dining environment. They will also see what happens to food as it is mixed, heated and cooled
(changing from liquid to solids for example).
4. The environmental aspects of food waste and how we dispose of it will be part of the preparing
and cooking process.
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SOCIAL PERSONAL AND HEALTH EDUCATION

1. Throughout the Integrated Hot Lunch Experience the pupils will have the opportunity to discuss
their food preferences and give reasons for these allowing them to express personal opinions,
feelings, thoughts and ideas.

2. Become increasingly responsible and autonomous.
3. Understand what it is to be healthy and care and respect for your own body.
4. The pupils will be able to differentiate between a healthy and an unhealthy diet and appreciate
the role of balance and moderation.

5. Recognise the wide choice of food available.
6. Develop social skills by eating and drinking with peers in the dining area. Through the creation of
a dining experience show the pupils that food is more than just nutrition. It makes us feel good,
allows us to express ourselves through our like and dislikes.

7. The routine involved in preparing, serving, clearing and cleaning during the lunch time experience
gives an opportunity to develop respect, care, and patience amongst each other and with the
whole school team.

TEACHING METHODS/PEDAGOGICAL APPROACH
A flexible approach to pedagogy where experiential learning will be used alongside teacher directed
demonstration to encourage critical thinking, collaboration, literacy and creativity.

TEACHING APPROACH

Teacher directed,
demonstration, activitybased methods,
discussion. Active
learning, Peer Learning,
Mentoring, Questioning,
Visual learning

ASSESSMENT
APPROACH

RESOURCES FOR
PUPILS

Teacher observation,
understanding skills and
attitudes through: use of
culinary language,
production of Hot Lunch,
questions and answers
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Recipe Booklet.
Evaluation materials

MATERIALS FOR CLASS
Aprons, hats, tea
towels, ingredients,
ingredients, cooking,
and cleaning
equipment as
necessary. Suitable
dining room crockery
and furniture

Appendix R Creating a Foodbook
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CREATING A FOOD BOOK – OVERALL AIMS
The overall aims are
1. Create a children’s ‘cookbook’ /'‘foodbook’' compiled by the children (in both Irish and English)
which compliments the Integrated ‘Food and Cooking’ Programme and the Hot Lunch Experience
‘Care for Some Lunch?’. This will give the children the opportunity to synthesise the knowledge
already gained and creatively apply it.
2. Develop transversal skills such as project planning, researching, decision-making, group work, and
photography, drawing, illustrating, writing accurately, editing, proofreading, and designing.
3. Gain social skills, confidence and self-efficacy to benefit everyday life.
OVERALL LEARNING OBJECTIVES
The learning objectives are:
4. Facilitate the pupils to develop their creativity, apply knowledge and skills gained and make links
from their experience during the Integrated ‘Food and Cooking’ Programme and the Hot Lunch
Experience, ‘Care for Some Lunch?’ to generate, develop and evaluate ideas and information to
produce the food book.
5. Create the ‘foodbook’ by using food as the ‘big idea’ and integrate the core curriculum of
Mathematics, Language, SESE, SPHE, and Visual Arts.
6. Enhance transdisciplinary skills such as communication skills (listening, speaking and presenting),
thinking skills (acquisition of knowledge; comprehension; application) and research skills
(formulating questions; observing; and organising data).
7. Acquire collaborative skills through working as a team to achieve a common goal while
simultaneously be able to learn on their own and reflect on their learning.
SPECIFIC INTENDED LEARNING OUTCOMES FOR CREATING A ‘FOODBOOK’
By the end of the food book project the pupils should:
KNOW:


Why they are creating a foodbook.



The differences between different types of books for different readers.



How information should be gathered for their section of the foodbook.



The functions of their class camera, laptop and software to produce the foodbook.

UNDERSTAND:


The purpose of step-by-step procedural plan writing and checklists in a project
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What recount writing is (how to best describe, explain or tell).



The importance of working as part of a team to achieve complex tasks.



That good teamwork requires personal qualities of patience, kindness and good listening skills.



The importance of systematic planning and time management.

BE ABLE TO:


Suggest, discuss, and collectively agree a ‘big’ concept for the ‘foodbook’.



Work in teams of two on the agreed task for their section of the book within a timeframe and to
a step-by-step plan with supervision and without supervision.



Revisit and accurately use their learning from the food module into creating the foodbook.



Use their learning from the Hot Food Experience ‘Care for Some Lunch’ into the foodbook.



Integrate existing class materials and images into the book with supervision.



Write appropriate draft text in both English and Irish.



Copy edit their text with supervision.



Proofread their text with supervision.



Take photographs and prepare them for inclusion in the book, with supervision.



Adapt the archive of photographs as appropriate.



Use creative/design tools on the class laptop to design the book format.



Print and bind the book with supervision.



Speak about the process of preparing the book to others in both Irish and English.

WHY CREATE A ‘FOODBOOK’ ?
The children from 4th, 5th and 6th class have been involved in a pilot, voluntary, collaborative, integrated,
in-school module in 2 blocks around ‘food and cooking’ since September 2019 alongside a hot lunch
experience ‘Care for Some Lunch?’ beginning in January 2020. The aims of the module was to dovetail the
core school curriculum and to increase interdisciplinary learning, increase children’s understanding of the
link between food and care, and to develop social skills, confidence and excitement about healthy eating.
The module linked in with the primary curriculum of Language (English and Irish), Mathematics, Social
Environmental and Scientific education (SE) and Social Personal and Health Education (SPHE). The overall
learning outcomes/objectives were designed collaboratively in consultation with teachers and principal.
Included in the module were practical food-related visits to local supermarket, trips to TU Dublin kitchens,
bakery and restaurant. This was to reinforce learning for the children and also provide inspiration around
future career opportunities that are available to them.
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Block 1 incorporated topics from food safety and the food pyramid to food labelling, processed foods,
fruits and vegetables, baked goods, animals and meat and introductory cooking skills. Block 2 developed
from the groundwork started in Block 1 and also included aspects of food and care with the addition of
the practical elements such as the Friday lunchtime experience titled ‘Care for Some Lunch?’. The concept
behind the Pilot Hot Lunch Experience is that eating food is not just about nutrition. Eating rituals are also
about socialising, communicating, sharing and participating. By engaging in the dining experience the
teachers, staff and researcher have the opportunity to model to the pupils what it is like to sit together in
a group and share a meal, share stories and chat. The experience also aims to promote social skills such
as table manners and sharing which they can carry into their life outside of school. The routine involved
in preparing, serving, clearing and cleaning during the lunchtime experience gives an opportunity to
develop respect, care, and patience amongst each other and with the whole school team. The aim is also
to encourage the teaching staff to sit with the pupils during the hot lunch, we hope this may bring benefits
to both the pupil teacher relationship inside school and the parent child relationship at home.
The final part of the programme is Block 3 when all the learning will be brought together to collaboratively
create a ‘foodbook’ with the children. The creation of a ‘foodbook’ with the pupils in the school is an
important and complimentary component of the overall year long Food and Cooking programme and Hot
Food Experience ‘Care for Some Lunch’. For the children to be involved in making their own book it will
encourage them to develop decision making abilities, learn to collaborate with others as well as work by
themselves and learn about their own expectations of themselves and potentially exceed them.
WHY PROJECT BASED LEARNING ?
Project based learning allows for collaborative working and also makes a space for the voice of the child.
The children will be stimulated by the opinions and ideas of their peers. It also encourages the children’s
social and personal development reinforcing the importance and benefits of working as a team
encountered throughout the Food and Cooking Module and the Hot lunch Experience ‘Care for Some
Lunch?’
By working in pairs or small groups the children will learn to listen to each other; generate and voice their
ideas and opinions therefore developing their language skills. They may have to compromise on different
or similar ideas and will develop higher order thinking skills (concepts, idea generation, problem solving).
The project can reinforce skills such as planning and time management, developing strong communication
skills, share diverse perspectives and develop the childs voice in relation to other peers. It allows all
children to contribute and work collaboratively and cooperatively to achieve the overall goal of the
‘foodbook’, which, will create a positive classroom leaning environment and raise the learning and
achievement of the entire class.
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The ideal group size has been decided on the resources and time available. We aim to work on the book
over the course of 4/5 weeks. The class has 16 pupils and due to the short time frame a smaller group size
is more appropriate allowing the children more time to be heard. Working in pairs will work well for the
class. Assigning the pairs has yet to be finalised in collaboration with the class teacher, the choice between
random selection, teacher selected or self-selected groups are all options. Strategies such as think pair
share, snowballing among others may be used. The suggested timetable is illustrated below.

TIMETABLE
WEEK

TIME

ACTIVITY
Initial introduction to 'foodbook' project, brainstorming, types of
book, photo board inspiration, pairs allocated, ‘foodbook’
planning sheets

21st April

10.00 -11.00

28th April

10.00 - 11.30

05th May

9.30 - 2.00

12th May

9.30 - 2.00

Final decision on type of book and each groups idea contribution
4 half hour sessions with each group to develop their story on
paper/online
4 half hour sessions with each group to develop their story on
paper/online

19th May

9.30 - 11.00

Final look and feel of book for print and online flip book

TYPES OF BOOKS
During the initial session the children will be provide with a selection of books to investigate. They will be
introduced to the different types of books available such as science, information, recipe books, picture
books and story books. On the day we will also have photo boards containing images of the food and
cooking module sessions earlier in the year to provide inspiration for the children. There will be ‘foodbook’
planning sheets for each pair to map out their idea and plan. The types of writing that will be encountered
during the ‘foodbook’ include procedural writing and recount writing.
INFORMATION TECHNOLOGY INCLUSION
The idea is to create a ‘foodbook’ for print and online in the shape of an ebook/flipbook. Having conducted
online investigations and consulted with others a number of options were shortlisted. The options
included Storybird, Storycreator, Creative Book Builder and Flipsnack. I trialed the options and as before
due to the limited time with the children and resources the best option would be Flipsnack. The reasons
for this were the children can firstly create their story on paper, they can then use Word to create their
story and this can then be turned into a PDF document and subsequently into an ebook using Flipsnack.
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‘FOODBOOK’ PLANNING SHEET

PURPOSE OF THE PROJECT

WHAT WOULD YOU LIKE TO INCLUDE IN YOUR FOODBOOK?

IDEAS

THINGS I CAN DO ON MY
OWN

THINGS I CAN DO WITH
MY TEAM MATE

WHAT I WILL DO FOR NEXT LESSON?
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THINGS WE NEED HELP
FROM THE TEACHER

SELF-RELECTION PROJECT WORK
SELF REFLECTION ON THE PROJECT WORK
PUPIL NAME:
PROJECT NAME:
WRITE DOWN THE STEPS INVOLVED:

WHAT IS THE MOST IMPORTANT THING YOU LEARNED MAKING THE FOODBOOK?

WOULD YOU HAVE DONE ANYTHING DIFFERENTLY?

WHAT WAS THE MOST ENJOYABLE PART OF MAKING THE FOODBOOK?

WHAT WAS THE LEAST ENJOYABLE PART OF MAKING THE FOODBOOK?

WHAT COULD THE TEACHER DO DIFFERENTLY TO MAKE THE FOODBOOK PROJECT BETTER?
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Appendix S Foodbook Templates
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Appendix T Letter to Class and Class Certificate

Dear Ranganna 4, 5 and 6,

June 2020

I hope you are all well and all your family and friends are too. I can’t believe the
Summer is almost here. I’m sure you are all excited!
I wanted to thank you all for welcoming me into your class last September. Thank
you for all your hard work, kindness and willingness to learn during the Food and
Cooking module.
I hope that you enjoyed your time in the kitchen and our trips to TU Dublin.
For everyone in 6th class moving on to secondary school, I wish you the very best of
luck for the future and I know you will grow in confidence and independence in the
coming years.
I will be back in the school in September/October and I look forward to seeing the
new 5th and 6th class.
Enclosed is a certificate to say Congratulations and your Foodbook based on all your
work this year. I hope you enjoy reading and looking back on all the memories.
You can also view your Foodbook online (as an e-book).
……………………………………………………….

‘Courage, Kindness, Friendship, Character. These are the qualities that define us as
human beings, and propel us, on occasion, to greatness’.
R. J. Palacio, from the novel ‘Wonder’.
Take care,
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Caroline McGowan
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Appendix U Collaborative Weekly Evaluation Template
CLASS SESSION EVALUATION FORM

PART 1 to be completed together by both researcher and class teacher immediately after the session concerned.
PART 2 to be completed later separately by both teacher and researcher.
PART 3 to be completed collaboratively having shared Parts 1 & 2.
PART 1: IMMEDIATE REACTIVE EVALUATION
CLASS SESSION:

TITLE:

DATE:

What went well in the class session
Why
What went less well
Why?
What needs to be changed for the next
class session
Why?
PART 2: RELECTIVE EVALUATION/INSIGHTS
How effective/appropriate were the following and how could they be improved?
PREPARATION AND PLANNING

Advance preparation of materials and resources for pupils
Is there necessary material and equipment for class
Do we need other resources?
Is there advance preparation of the classroom
‘Gathering’ the attention of the class (including reactions and
any follow-up from the previous session)
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Explaining the purpose of the class
TIME MANAGEMENT
Arranging the class into groups.Appropriate time for practical
tasks. Was there enough time to cover the proposed content?
Does the time allow for active participation and learning?
Is class step up time getting quicker/slower over the weeks?
Is there progression .How are questions managed
Time-on-task for each age group
Setting up for the next lesson
LEARNING ENVIRONMENT
Core curriculum integration throughout the food/cooking
CURRICULUM/FOOD/COOKING lesson . What can be added or taken away?
CONTENT
What teaching methodologies are used to engage pupils with
different learning styles?
Appropriate level of content for the class
Share the learning goals with the students
Checking learning
Room for creativity, problem solving and collaboration
Acknowledge and celebrate success
Reaction of pupils to different inputs and tasks
Corrective actions taken on-the-spot
PHYSICAL ENVIRONMENT
Is the room appropriately arranged – furniture, equipment,
ease of movement, health and safety.
Can the food and equipment be accessed by all pupils
Are we working in a tidy and clean manner?
Have the pupils the opportunity to present, offer and share
their work/food?
Does the room provide a positive place for learning?
PARTICIPATION AND SOCIAL
What strategies are used to ensure the active participation of
DEVELOPMENT
all pupils? Importance of the social development of the pupils
Creation of a positive atmosphere
Creation of an environment that teaches respect and care for
one another. Encouraging interaction and inclusion
TEACHER/RESEARCHER DUTIES Taking photographs for the cookbook
(Who? When?) What’s best
Giving assistance
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.

ASSESSMENT

(either/or researcher and teacher)
Closing strategy and checking pupil reactions to the session
Is there appropriate assessment What can be added/taken
away?Is there encouragement of pupil selfassessment/reflection?

PART 3: JOINT EVALUATION BETWEEN RESEARCHER AND TEACHER
Clarity of roles and what could be improved
Time management
Management of group tasks
Management of individual tasks
Checking understanding
Management of ‘challenges’
Room for further collaboration
Development of new skills
Opportunities for new learning
Overall impact of the session
PART 4: CONSUMPTION AND REACTION TO FOODS TASTED
Number of pupils in class

Positive reactions to the food

Completed by:

Negative reactions to the food

Date:
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Appendix V Collaborative End of Block Evaluation Template
MODULE EVALUATION FORM
PART 1 to be completed later separately by both teacher and researcher.
PART 2 to be completed collaboratively having shared Parts 1.
PART 3 to be completed collaboratively having shared Parts 1 & 2.
PART 1: RELECTIVE EVALUATION/INSIGHTS MODULE: Integrated ‘Food and Cooking’ Module Class Plans (Block 2)
What went well in the module
Why
What went less well
Why?
What needs to be changed for the next
module
Why?
How effective/appropriate were the following and how could they be improved?
PREPARATION AND PLANNING
RESOURCES
ACTIVITY BOOKS
VIDEOS
POSTERS
IT - CAMERA

Advance preparation of materials and resources for pupils
Was there necessary material and equipment for the module
Did the quality of the resources meet the class needs?
Is there anything that needs to be added or taken away?
Was there enough/too much material? (Activity books)
What changes if any can be made in relation to preparation
and planning?

TIME MANAGEMENT

Was there appropriate time for practical tasks. Do you think
the module warrants more/less time in the week?
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DATE:

Was there enough time to cover the proposed content each
week? Did the time allow for active participation and
learning? What changes if any can be made in relation to
time management?
LEARNING ENVIRONMENT
Was the core curriculum integrated effectively throughout
CURRICULUM/FOOD/COOKING the food/cooking module in the subjects below?
CONTENT
Mathematics,Language,Science,SPHE,Visual Arts Geography
Which teaching methodologies do you think the module
addressed for example:
Active learning,Experiential learning,Guided activity and
cooperative and collaborative learning, discovery,Teacher pupil questioning,Project based learning: students will have
to work collaboratively to achieve a goal/task.,Peer Learning
Direct teaching, Demonstration?
What teaching methodologies worked best?
Was the level of content appropriate for the mixed class?
Was there appropriate opportunity to share learning goals?
Room for creativity, problem solving and collaboration and
acknowledgement of success
What changes if any can be made in relation to addressing
the core curriculum? What changes if any can be made in
relation to teaching and learning?
PHYSICAL ENVIRONMENT
How appropriate was the cooking and learning space?
Is the food and equipment be accessed by all pupils
Is there space for the pupils to present, offer and share their
work/food?Does the room provide a positive place for
learning? Are there changes that need to be made to
improve the physical environment?
PARTICIPATION AND SOCIAL
What strategies were used to ensure the active participation
DEVELOPMENT
of all pupils and which worked best?
Questioning,Demonstration,Present discussion questions,
Call on non-volunteers,Lámha suas,Think pair share,Class
summary, Taking turns

527

TEACHER/RESEARCHER
INVOLVEMENT
ASSESSMENT

Does the module place an importance of the social
development of the pupils? How?
Does the module encourage the creation of a positive
atmosphere? How?
Does the module ensure the creation of an environment that
teaches respect and care for one another? How?
Does the module encourage interaction and inclusion?
What changes if any can be made in relation to participation
and social development?
Were the classroom duties and activates managed well
between both?Is there anything that can be improved?
Was there appropriate assessment What can be
added/taken away? Was there encouragement of pupil selfassessment/reflection? What changes if any can be made in
relation assessment?

PART 3: JOINT EVALUATION BETWEEN RESEARCHER AND TEACHER
Clarity of roles and what could be improved
Time management
Management of group tasks
Management of individual tasks
Checking understanding
Management of ‘challenges’
Development of new skills during the module
Opportunities for new learning
Overall impact of the module
Completed by:

Date:
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Appendix W Collaborative Evaluations TU Dublin
EVALUATION OF DEMONSTRATION LESSON
PART 1 to be completed together by both researcher and demonstrator immediately after the session concerned.
PART 2 to be completed later separately by both teacher and researcher. PART 3 to be completed collaboratively having shared Parts 1 & 2.
DEMONSTRATOR NAME
RESEARCHER NAME
TEACHER NAME
SCHOOL NAME
DEMONSTRATION LOCATION
TITLE OF LESSON
PUPILS IN ATTENDANCE
DATE AND TIME
INTENDED OUTCOMES OF THE LESSON
a.

PART 1: IMMEDIATE REACTIVE EVALUATION
What went well in the class session
Why?
What went less well
Why?
What could be changed?
Why?
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PART 2: RELECTIVE EVALUATION/INSIGHTS
How effective/appropriate were the following and how could they be improved?
PREPARATION AND PLANNING

TIME MANAGEMENT

LEARNING ENVIRONMENT

PHYSICAL ENVIRONMENT

PARTICIPATION AND SOCIAL
DEVELOPMENT

Preparing for a demonstration in relation to health
and safety and risk assessment
Advance preparation of materials and resources for
pupils. Is there necessary material and equipment for
class. Is there advance preparation of the lesson,
written plans
‘Gathering’ the attention of the class
Explaining the purpose of the class
Was there enough time to cover the proposed
content?
Does the time allow for active participation and
learning? How are questions managed
What can be added or taken away?
What teaching methodologies are used to engage
pupils with different learning styles?
Appropriate level of content for the class
Reaction of pupils to different inputs
Equipment, ease of movement, health and safety.
Does the shop provide a positive place for learning?

What strategies are used to ensure the active
participation of all pupils?
Importance of the social development of the pupils
Creation of a positive atmosphere
Creation of an environment that teaches respect and
care for one another.Encouraging interaction and
inclusion
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TEACHER/RESEARCHER/DEMONSTRATOR Taking photographs
DUTIES
Giving assistance
Closing strategy and checking pupil reactions to the
session
SELF REFLECTION
Is there encouragement of pupil selfassessment/reflection?

PART 3: JOINT EVALUATION BETWEEN RESEARCHER AND DEMONSTRATOR
Clarity of roles and what could be improved
Time management
Checking understanding
Management of ‘challenges’
Room for further collaboration
Development of new skills
Opportunities for new learning
Overall impact of the session

PART 4: CONSUMPTION AND REACTION TO FOODS TASTED
Number of pupils in class

Positive reactions to the food

SIGNED:

Negative reactions to the food

DATE:
531

Appendix X Observational Evaluations
TEACHER OBSERVATION OF DEMONSTRATION
DEMONSTRATOR NAME
RESEARCHER NAME
TEACHER/PRINCIPAL NAME
SCHOOL NAME
DEMONSTRATION LOCATION
TITLE OF LESSON
PUPILS IN ATTENDANCE
DATE AND TIME

INTENDED OUTCOMES OF THE LESSON
a.
OBSERVATION SUMMARY

STRENGTHS OF THE DEMONSTRATION

WEAKNESSES OF THE DEMONSTRATION

THE KEY VALUES OF THE TRIP TO TU DUBLIN FOR THE CLASS WERE

Completed by:

Date:
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Appendix Y Sample Know, Want to Know, Learn Grids (KWL) and Childrens Reflections on the learning
MY SCHOOL TRIP: BAKERY DEMONSTATION

NAME:

DATE:

WHAT I KNOW ABOUT ‘A BAKERY’
WHAT I WONDER ABOUT A ‘BAKERY’
WHAT I LEARNED ABOUT A ‘BAKERY’

MY SCHOOL TRIP: RESTAURANT EXPERIENCE

NAME:

DATE:

WHAT I KNOW ABOUT RESTAURANTS
WHAT I WONDER ABOUT RESTAURANTS
WHAT I LEARNED ABOUT RESTAURANTS
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Children’s KWL reflections on their learning
Block 1 - Week 4 - TU Dublin Fish Demonstration

Pupils’ activity book entries for Prepare Care Share Self Reflections (Notes: Words have not been changed, but spellings have been corrected)
The most interesting part was (Fish
Pupil
What I learned that is new (Fish Demo)
Demo)
What I enjoyed the most was (Fish Demo)
I have learned that home made fish goujons are
way simpler than store bought ones. I have also
1 learned a bit about squid.
Cutting open the squid
Trying the fish and potato wedges
2 Lemon sole
Cookin it, feeling the skin
Tasting the food
3 That sole is a very good fish
A fish brain when we seen
Cracking the egg
4 That squid has a spine
Cooking the fish
Eating food, the cod was the best
5 Fish have orange brains
The organs we saw
Was the potato wedges
6 Eating new stuff
How to make chips and fish
Eating the fish
7 I learned about the sole fish
The interesting part was the cooking
I enjoyed eating the fish
8 Fish have bones
The squid ate a fish
Eating it
The fish cod out of the shop is made 55% out of
9 fish
Feeling the skin
Eating
10 That I like lemon sole
Feeling the skin
Eating the food
11 That fish is disgusting
Eating chips
Fish
I learned squid has a quill inside and homemade
12 fish has 100% than ready made fish has 50%
The fish head # brain
Eating the food
13 Fish have bones
The squid
Eating it
14 absent
absent
absent
15 Nearly everything
Feeling the skin
Making it
16 Is that homemade is better
Cutting up the squid
Eating the chips/fries
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Block 1 - Week 8 – TU Dublin The Bakery

Week 8 - The Bakery - Children's activity book entries
(Notes: Words have not been changed, but spellings have been corrected)
Child

1
2
3
4
5
6
7
8
9
10
11

What I know about a bakery

What I wonder about a bakery

What I learned about a bakery

I think that a bakery has pastries and
cakes like desserts
You make bread in a bakery, it
smells nice
Absent
There are bakers

It would smell sweet all around
I learned that they have different
the bakery and it would be warm ovens.
How they do pastries
Absent
How do they make cake

They can make ice cream
Absent
A lot easier than you think

They make stuff from bread
Absent
no entry
They bake cakes and stuff
no entry
Cookies
Pain o chocolate, upside down cake.,
croissant, bread - pain

Which farm do they get the bread
Absent
no entry
How they make pastries
no entry
How they do the pastries

You can design your pastry
Absent
no entry
yeast
no entry
That I like buffalo cheese

12

The making
What the scent would be and
They make chocolate cake and bread what they make

13
14
15
16

They bake cakes, bread, scones
Cake, bread
Absent
Its where you bake bread, cake

It is fun to work in a bakery
Chocolate, dessert
Absent
What they bake
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Chocolate, cookie, cake, pizza
pastries, pizza
That white chocolate is not
chocolate
Pizza, chocolate mousse
Absent
That’s hard to make bread

Block 2- Week 4 – TU Dublin -The Restaurant

Pupils’ activity book entries for Prepare Care Share Self Reflections (Notes: Words have not been changed, but spellings have been corrected)
Pupil

What I know about restaurants

1
2
3
4
5
6
7
8
9
10

A restarant is where you can buy cooked meals
You eat food there
They have nice food
They have food inside the restaurants
They serve food
Good food and drinks
They have food that is different from
You eat food there
Absent
All the waiters are nice and most of the time the food is nice
They can be on ships, they can be from working class to upper
11 class
12
13
14
15
16

All the waiters ask you what you want
The waiters are nice
Good food and drinks
All the waiters are nice amd sometimes the food is nice
They have food

What I wonder about restaurants

What I learned about restaurants

How healthy the food is
Whats inside the food
If they have germs on them
Are they mean or nice
How do they make the food
How they make food
It is very expensive
Whats inside the food
Absent
Whats in the food
Do they clean the ice cream machine in McDonalds
properly
How many people gets into trouble? If we are eating
hair if they don’t wear hair nets
Nothing
Good food and does menu..
Whats in the food
Whats on the menu

I learned that food is kept under a warm light to keep it warm
Its hard work
That’s hard work
The chefs do very hard work
Alcohol pancakes exist
How they make food and you have to be quiet in the kitchen
The chefs help you to take your order
Its hard work
Absent
Its hard work to make food
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Nothing
Its hard work to serve and make food
You use the small knife and the fork first
You have to be quiet when people are talking and it was fun
You have to be quiet
They make complex food

Appendix Z Pupils End of Block Evaluations
BLOCK 1 FOOD LESSONS: WHAT DID YOU THINK?
NAME:
CHOOSE A OR B
A. I enjoyed learning through the cooking classes because
B. I didn’t enjoy learning through the cooking classes because

CIRICLE THE LESSONS YOU ENJOYED THE MOST
1.
2.
3.
4.
5.
6.
7.
8.

All about fruits
All about vegetables and herbs
All about measures, weight and temperature
Trip to TU Dublin for a fish demonstration
All about meat and animals
All about eggs
All about bread
Trip to TU Dublin for a bakery demonstration

Why?

CIRICLE THE LESSONS YOU ENJOYED THE LEAST
1.
2.
3.
4.
5.
6.

All about fruits
All about vegetables and herbs
All about measures, weight and temperature
Trip to TU Dublin for a fish demonstration
All about meat and animals
All about eggs

Why?
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7. All about bread
8. Trip to TU Dublin for a bakery demonstration

CIRCLE THE CLASS ACTIVITIES YOU ENJOYED THE MOST
1.
2.
3.
4.
5.
6.

Filling in activity books
Preparing and making different foods
Trying different foods
Showing and explaining what you made to the class
Asking and answering questions
Watching the demonstrations

Why?
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Appendix Z1 Kahoot! Quiz Results
Final Scores
70

60

50

40

30

20

10

0
Correct Answers
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Incorrect Answers

Appendix A1 Pupils Weekly Reflections
Week 1 - Fruits - Children's activity book entries for Prepare Care Share Self Reflections
(Notes: Words have not been changed, but spellings have been corrected)

Child

What food did you prepare?

When you make and share food with
someone how does it make you feel?

Art Drawing

1
2

We prepared a fruit salad
no entry

It makes me feel happy. Since having a
second pair of hands can be pretty
helpful.
no entry
no entry

3
4

I made a juice
no entry

It makes me feel happy!!!!!!!
no entry

5

I made a fruit salad out of pears
and apples

It was fun to make it without someone
I guess

6

Cut up stuff

Good

7

We prepared a fruit

When you make food with someone
its great. I had a lot of fun tasting
peoples stuff

8

Fruit salad

Happy

9
10

Passion fruit, raspberry and
strawberry and peaches
no entry

Happy
no entry

11

Fruit skewers

It makes me feel okay

12

I prepared juices

When I made the juices with x and x I
felt happy

13

We prepared a fruit juice. We
It was fun making juice with my
made it with lemon and oranges. partners

14

Grapes banana and mango

no entry

15

We made a pink fruit salad

It was funny

16

Fruit skewers with grapes,
strawberries, oranges, apples

It felt fun and happy
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no entry

Week 2 - Vegetables - Children's activity book entries for Prepare Care Share Self Reflections
(Notes: Words have not been changed, but spellings have been corrected)
When you make and share food with
Child
What food did you prepare?
someone how does it make you feel?
Art Drawing

1
2

We prepared a vegetable salad
no entry

It makes me happy.
no entry

3
4

I used two types of lettuce, red and
green cabbage, I prepared coleslaw It makes me feel happy
no entry
no entry

5

We did fried veg

It was fun

6

Salad, carrots

Good

7

Vegetable used lettuce, tomato,
cucumber

no entry

9

Coleslaw, carrots, cabbage
red/green
I done coleslaw. It was made by
two types of cabbage, red and
green and some type of yoghurt
milk and carrot.

10

We made salad, we used peppers,
spinach, cabbage, radish, scallions
and cucumber. The salad was really
nice but I didn’t like the after taste. no entry

11

Stir Fry

ok

12

We made stir-fry, parsnip, onions,
mushrooms, aubergine

no entry

13
14
15
16

Bruschetta
no entry
We made stir-fry
We prepare bruschetta

Happy
no entry
no entry
Fun

8

no entry

no entry
no entry

no entry

no entry

no entry

no entry

no entry
no entry
no entry
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Week 3 -Weights - Children's activity book entries for Prepare Care Share Self Reflections
(Notes: Words have not been changed, but spellings have been corrected)
Child

What food did you prepare?

When you make and share food with
someone how does it make you feel?

Art Drawing

1
2

We prepared muffins
no entry

It makes me feel happy
no entry

no entry

3
4

We made muffins
no entry

It makes me feel happy
no entry

no entry

5

We did muffins

It is fun

6

Muffins

Good and it was fun doing stuff with
these people

7

Muffin

When you make food with someone its
fun

8

Muffins, flour chocolate chips,
courgette, sugar, dried fruit,
vanilla, orange juice

Happy

10

We used flour, eggs, courgette,
sugar, mixed fruits and dark
chocolate chips.
We used flour, eggs, sugar,
courgette, mixed fruits and

It was fun with x and x and obviously
the flours
It was fun to make it in a group. I had
most fun with x and x and the flour

11

no entry

no entry

12

We prepare muffins. Dry apple, self
raising flour, chocolate chips,
vanilla, egg, sugar, oil
no entry

13
14

Muffins
no entry

Happy
no entry

15

Muffins

I am giving x a cupcake

16

Muffin

Fun

9

no entry

no entry
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Child

Week 5 - Meat - Children's activity book entries for Prepare Care Share Self Reflections
(Notes: Words have not been changed, but spellings have been corrected)
When you make and share food with
What food did you prepare?
someone how does it make you feel?
Art Drawing

1

We prepared a ham and pineapple
wrap

It’s a lot easier to work with somebody

2

A ham and cheese toastie

Its easier to work with someone

3
4

I made a ham sambo
no entry

It makes me feel happy
no entry

5

I prepared a cheese toasted sandwich It was fun

6

A wrap the stuff I put in it, ham,
cheese, salad

Nice

7

I prepared a cheese sandwich

When I make food with someone it makes
you feel happy

8

Cheese toastie

Funny

9

A ham and cheese toastie

10

We made a ham and cheese toastie

Alright, its better working with someone its
fun
I like to make food with someone because its
more enjoyable and its easier

11

Toastie

I did not do it

12

We prepared a ham pineapple wrap

It makes me happy #delighted

13

A cheese toastie

Happy

14

Wrap a cheese ham lettuce

Good

15

Toast

IDK

16

A toasted sandwich

It was fun

no entry

no entry

no entry
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Child

Week 6 - Eggs- Children's activity book entries for Prepare Care Share Self Reflections
(Notes: Words have not been changed, but spellings have been corrected)
When you make and share food with
What food did you prepare?
someone how does it make you feel?
Art Drawing

1

We prepared meringue mountains.

Its easier to make something and its fun
to be with people around you

2

We prepared meringues

We prepared it with a group and then I
done it with x. Fun

3

I prepared meringues

It makes me feel happy

4

no entry

The Dream Team

5

Meringue

It was fun

6

Meringue

Good

7

We prepared meringue

When you make food with somebody it is
easy because you who have to everything
yourself

8

Meringue

Happy

9

I prepared meringue

Fun

10

We prepared meringues

Its easier to make food with someone and
its more fun

11

Meringue

?

12

We prepared meringues

It makes me feel happy

13

Meringue

Happy

14

Meringue

Good

15

no entry

no entry

16

Meringue

Great
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Child

Week 7 - Bread- Children's activity book entries for Prepare Care Share Self Reflections
(Notes: Words have not been changed, but spellings have been corrected)
When you make and share food with
What food did you prepare?
someone how does it make you feel?
Art Drawing

1
2

We prepared cheese scones
no entry

It was way more enjoyable
no entry

3

We prepared scones

Crazy and happy

4

no entry

no entry

5

Scones

Fun

6

Scone

Good

7
8

I prepare scones
Scones

When you prepare food with someone you
will be able to be fast
Happy

9

Cheese scones

Happy

10

We prepared scones

Its easier making food with a group and its
more enjoyable and a lot more funnier

11

Scone

no entry

12

We prepared cheese scones

When I prepare food I feel very happy

13
14

We made scones
Cheese scone

Happy
Good

15

Scones

Fun

16

We made a scone

Fun

no entry

no entry

no entry

545

Block 2 - Week 1 - Milk and Milk Alternatives
Pupils’ activity book entries for Prepare Care Share Self Reflections (Notes: Words have not been changed, but spellings have
been corrected)
Pupil

What helped you to learn
today?

When you make and share food with
someone how does it make you feel?

What food did you prepare?

1
2
3

X and x helped me today.
no entry
Words

4

My team helped me

We made a milkshake called 'Milkyway'
no entry
Butter and milkshake
We prepared a milkshake, the food, banana,
kale, strawberry

5

I was in a team with x and x

We put bananas, strawberries and grapes and
kale. We named it abomination

It was fun to work with them

6

Food

Strawberries, raspberries, mango

Good

7

My class helped me

8
9

10
11

We prepared milkshakes and cream
A milkshake, I put strawberry, raspberry,
I was with my friends
blueberry and cucumber
no entry
no entry
We made a smoothie, we named it Tango
Shake. We made our smoothie with mango,
I was in a group with x and x strawberries, raspberries and cucumber
no entry
no entry

Its more enjoyable to do work in a group
no entry
Makes me feel like a good person

no entry
no entry

It makes it faster

no entry

Its fun because you get help and its more
enjoyable and easier
Happy
no entry

no entry
no entry

Its better to work in a group because its
easier.
no entry

no entry
no entry

12

no entry

We prepared a milkshake. We put in to it
strawberries and bananas and kale. The name
of the milkshake is Hey that’s Very Nice

13

I was with my friends

A milkshake, I put strawberry, raspberry,
blueberry and cucumber

Happy

14

no entry

Milkshake, milk, fruit. The name of our
milkshake was Hey that’s nice

Good

15

no entry

We made a milkshake and used strawberries,
melon and raspberries. The milkshake was
called Mango Shake

no entry

16

no entry

Milkshake with kale, banana, strawberry, grape.
Name was abomination
Fun it was fun
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Art Drawing

It makes me feel happy

Block 2 - Week 2 - Beans Rice and Peas
Pupils’ activity book entries for Prepare Care Share Self Reflections (Notes: Words have not been changed, but spellings
have been corrected)
Pupil

What helped you to learn
today?

What food did you prepare?

When you make and share food with someone
how does it make you feel?

1
2
3

No entry
Working in a group
No entry

I prepared a sour cream and chive dip
I cut an onion
no entry

4

My group

A salad with mango, cucumber, lemon,
mint
It made me happy

5

I made it with x, x and x

Fruit salsa, with mango, tomatoes, corn
and mint leaves
It was fun

6

Listening

coco

Good

7
8

X and x helped me learn
today
Working in a group

We prepared coco hummus
Nachos

When you prepare and share food with
someone it is easy to do work
Happy

9

I was with x, x and x

We made hummus (normal) made out
of chickpeas, best one going
Fun and happy

10

I prepared the food with x
and x

We made plain hummus

Its easier to make food with a group because its
quicker

11

no entry

Fruit salsa

It was fun

12

No entry

We made plain hummus

Made me feel happy, working in a group

13

Being with my friends

Nachos

Happy

14

names of friends

Good funny

15

No entry

Chickpea hummus
We made nachos, sweetcorn, onions,
nachos, black beans and cheese

16

No entry

Fruit salsa with corn, tomato and
mango

Art Drawing

Working with someone make things a lot easier
Better because I'm in a group
no entry
no entry
no entry

no entry

Fun
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no entry

no entry

Block 2 - Week 3 - Food Waste and Preserving Foods
Pupils’ activity book entries for Prepare Care Share Self Reflections (Notes: Words have not been changed, but spellings have been
corrected)
Pupil What helped you to learn today?

1

The group helped me learn
today.

2

Working in a group

3
4

What food did you prepare?

We made banana bread
Banana bread, ginger bread cake. We made
banana bread and mashed

When you make and share food with someone
how does it make you feel?

Art Drawing

Preparing food with somebody makes things a lot
easier.
no entry

no entry

It makes me feel happy
no entry

no entry

5

Caroline helped me learn today Banana bread and ginger bread
no entry
no entry
We made banana bread. We used bananas,
no entry
sugar, butter, vanilla extract and an orange

It was fun to work with them

no entry

6
7
8
9
10

Making it
Class names helped me learn
Working in a group
no entry
no entry

Gingerbread, banana bread
We prepared ginger bread
Banana bread
no entry
We prepared ginger bread

Good
no entry
Good
no entry
Its easier to make food in a group

no entry
no entry
no entry
no entry

11

Nothing

Banana bread

Ok

12

no entry

Gingerbread

It was easier to work in a group than on my own

13

Being with my friends

Banana bread

Happy

14
15

who was in the group
no entry

Gingerbread cake
no entry

Good
no entry

16

not much

Banana bread

Fun
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no entry

Block 2 - Week 5 - Breakfast and Lunch using 'Leftover Foods'
Pupils’ activity book entries for Prepare Care Share Self Reflections (Notes: Words have not been changed, but spellings
have been corrected)
What helped you to learn
Pupil
today?
1
no entry
2
no entry
I learned how to make
3
pancakes
4
Me and x
5
no entry

What food did you prepare?
no entry
no entry

When you make and share food with
someone how does it make you feel?
no entry
no entry

no entry
no entry

I made mini pancakes
We prepared bananas and peach
no entry

It makes me feel happy
no entry
no entry

no entry
no entry
no entry

Art Drawing

6

no entry

no entry

no entry

7
8

no entry
no entry

I learned how to make potato cakes, we
prepared fruits
Oats

9

no entry

Potato cakes

10

no entry

My group prepared potato cakes

It fun because you get to learn new
things
no entry
no entry
It was alright, I wanted to be with my
friends
no entry
Its easy to make stuff in a group because
its quicker
no entry

11
12

Food
no entry

Potato cake
no entry

Fine
no entry

13

no entry

no entry

no entry

14
15

no entry
no entry

Pancakes today, fruit and potato cake
no entry

Good
no entry

16

X, x and x helped me
(classmates)

Honey, porridge, vanilla, milk, mixed
together

It fun
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no entry

no entry

Block 2 - Week 6 - Dinner and Dessert using 'Leftover Foods'
Pupils’ activity book entries for Prepare Care Share Self Reflections (Notes: Words have not been changed, but spellings have been
corrected)
Pupil What helped you to learn today?
What food did you prepare?
Caroline and my friends helped I prepared a dessert today, banana bread and
1 me learn today
butter pudding
2 no entry
no entry
3 Words
Bread and butter pudding
4 Me and the team
Veggie meatballs, bread and butter pudding
5 no entry
no entry

6 Listening
Classmates - helped me learn
7 today
8 no entry
9 no entry

Meatballs

When you make and share food with someone how
does it make you feel?
Art Drawing
Preparing and sharing food with someone makes
me happy.
no entry
no entry
no entry
It doesn’t make me feel anything
no entry
It was really funny
no entry
no entry
no entry

Good
Its fun because you get to prepare many dishes at
the same time
IDK
no entry
no entry
no entry

10 no entry

We prepared meatballs
Meatballs
no entry
I prepared tomato sauce. I prepared the sauce
with x. Me and x were crying because of the
onions

11 no entry
12 no entry

We prepared veggie meatballs
Bread and butter pudding

I would rather make with people. It was fun to try
with the group. It was ok
I felt very happy
no entry

13 Being with my friends

Vegan meatballs

Happy

14 People who I worked with
15 no entry
16 no entry

Its easier and funner to make it with x

We were making meatballs and bread and butter
pudding
It was nice
Me and x made sauce, we used red onions, garlic
and tomatoes
no entry
Meatballs but no meat
Fun
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no entry

no entry
no entry

Block 2 - Week 7 - Becoming a Food Detective
Pupils’ activity book entries for Prepare Care Share Self Reflections (Notes: Words have not been changed, but spellings have been
corrected)
Pupil

What helped you to learn
today?

When you make and share food with someone
how does it make you feel?

What food did you prepare?

Art Drawing

1
2
3
4
5

no entry
no entry
no entry
no entry
no entry

Yoghurt and drink
no entry
no entry
no entry
no entry

no entry
no entry
no entry
no entry
no entry

6

no entry

no entry

no entry

7
8

X helped me learn today
no entry

We prepared yoghurt and mintage
no entry

It is fun and fast
no entry

9

no entry

10

no entry

Rotten, drink
no entry
I made a drink with x. We made a raspberry and
lime drink and I made a yoghurt with
raspberries, strawberries and water melon
no entry

no entry

11
12
13

Caroline
no entry
no entry

Yoghurt drink
no entry
no entry

no entry
no entry

14

Load of stuff

15

no entry

16

no entry

Yoghurt and drink
Good
Drink. We made a drink with lime and
raspberries. I made a mango yoghurt it was
no entry
Water with melon and pineapple, yoghurt with
strawberry and blueberry.
Fun

Fine
no entry
no entry
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no entry
no entry
no entry
no entry

no entry

no entry
no entry

Appendix B1 Care Box Information
FOOD AND CARE BOX - CHILDRENS OPINIONS
1. I didn’t eat a … chocolate bar
2. My mom cooked for me
3. I liked working in a group
4. I like working in two groups because I can try two new foods instead of one new food
5. They bought me pizza
6. I started going to bed early
7. It’s better to work in a group because you get things done faster
8. What helped me, I ate healthier. I prefer eating healthy and all junk food
9. I decided to help my mom around the house because she usually cleans the house by herself
10. I went on a walk
11. Every Saturday and Sunday I cook breakfast for my family.
12. I stopped eating sweets after dinner now I only have 2 a week.
13. I like working in a group because I get to look at everybody.
14. I like working in a group because I’m with friends.
15. I have a friend and I like playing my PS4.
16. I ate them both and it was tasty.
17. My mam is ill and I am going to get her some sausage rolls and some Solpadine from nans and
make her a hot water bottle for her back.
18. I got to try two different types of food instead of one.
19. I like working in a group because I can have fun.
20. I like working in a group because you don’t have to do everything yourself and you can ..
21. It would be good to work by myself.
22. I prefer to work in a group because you get to try both new things.
23. Working in a group because its better.
24. Unlimited ice cream on a cruise ship.
25. I’m eating healthy the past few weeks.
26. I don’t really care if I have to work in a group
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Appendix C1 Principal Evaluation Hot Lunch Experience and Sample Rubrics
RESEARCHER NAME
PRINCIPAL NAME
SCHOOL NAME
TITLE
DATE AND TIME
OVERALL OBSERVATION SUMMARY OF THE HOT FOOD EXPERIENCE

IN YOUR OPINION, DO YOU THINK THE DINING ROOM AESTHETICS IMPACT ON THE LUNCH TIME EXPERIENCE FOR THE CHILDREN (THE ROOM, SET TABLES,
NAPKINS, TABLECLOTHS, AND FLOWERS)?

DO YOU THINK THE HOT LUNCH EXPERIENCE HAS AN IMPACT ON THE SOCIAL BEHAVIOUR, SKILLS AND INTERACTION OF THE CHILDREN?ARE THERE

BEFEFITS FOR THE PUPILS AND THE SCHOOL STAFF IN DINING TOGETHER AND SERVING EACH OTHER DURING THE HOT LUNCH EXPERIENCE?
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AS AN INNER CITY DEIS SCHOOL WHAT ARE THE KEY VALUES OF THE HOT FOOD EXPERIENCE

WHAT COULD BE DONE TO IMPROVE THE HOT FOOD EXPERIENCE? WHAT ARE THE CHALLENGES?

Sample Rubrics
Care for Some Lunch - Group Social Skills Evaluation Rubric
Date
Dining Room Set up
Week
Name
Criteria
Pupils Social Skills
Good attitude
Participated in
activities
Helped others

0-2
None of the time

4
Less than half of
the time

6
Half of the time

Showed good manners
Showed respect for
themselves, others
and property
Followed directions
Showed patience
Showed Initiative
Showed kindness
Willingness to learn
Care for Some Lunch Total
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8
Most of the
time

10
All of the time

Score

Appendix D1 Rubrics Results Week 1 & Week 5
HOT FOOD WEEK 1 – 31/01/2020

Dining Room Set Up - Pupils Social Skills - Researcher
Willingness to learn
Showed patience
Showed respect for themselves, others and property
Helped others
Good attitude

0
None of the time

Less than half of the time

2

4

Half of the time

6

8

Most of the time

10

12

All of the time

Kitchen Pupils Social Skills - Researcher
Willingness to learn

Showed patience
Showed respect for themselves, others and property
Helped others
Good attitude
0
None of the time

Less than half of the time

2

4

Half of the time

6

8

Most of the time

10

12

All of the time

Service Clearing & Cleaning- Pupils Social Skills - Principal
Willingness to learn
Showed patience
Showed respect for themselves, others and property
Helped others
Good attitude
0
None of the time

Less than half of the time

2

4

Half of the time
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6
Most of the time

8

10
All of the time

12

Service Clearing & Cleaning- Pupils Social Skills - Researcher
Willingness to learn
Showed kindness
Showed patience
Followed directions
Showed respect for themselves, others and property
Showed good manners
Helped others
Participated in activities
Good attitude
0
None of the time

Less than half of the time

2

4

Half of the time

6

8

10

Most of the time

12

All of the time

Dining - Pupils Social Skills - Principal
Showed kindness
Showed patience
Showed respect for themselves, others and property
Helped others
Good attitude
0

None of the time

Less than half of the time

2

4

Half of the time

6

8

Most of the time

10

12

All of the time

Dining - Pupils Social Skills - Researcher
Willingness to learn
Showed kindness
Had good table manners
Showed patience
Followed directions
Showed respect for themselves, others and property
Showed good manners
Helped others
Participated in activities
Good attitude
0

None of the time

Less than half of the time

2

4

Half of the time
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6

Most of the time

8

10

All of the time

12

Rubrics Results Week 5

HOT FOOD WEEK 5 – 06/03/2020
Dining Room Set-Up - Pupils Social Skills - Researcher
Willingness to learn
Showed kindness
Showed Initiative
Showed patience
Followed directions
Showed respect for themselves, others and property
Showed good manners
Helped others
Participated in activities
Good attitude
0
0-2 None of the time

4 Less than half of the time

2

4

6 Half of the time

6

8

8 Most of the time

10

12

10 All of the time

Kitchen- Pupils Social Skills - Researcher
Showed kindness
Showed patience
Showed respect for themselves, others and property
Helped others
Good attitude
0
0-2 None of the time

4 Less than half of the time

2

4

6 Half of the time

6

8

8 Most of the time

10

12

10 All of the time

Service Clearing and Cleaning - Pupils Social Skills - Principal
Willingness to learn
Showed kindness
Showed initiative
Showed patience

Followed directions
Showed respect for themselves, others and property
Showed good manners
Helped others
Participated in activities

Good attitude
0
0-2 None of the time

4 Less than half of the time

2

4

6 Half of the time

557

6

8

8 Most of the time

10
10 All of the time

12

Service Clearing and Cleaning - Pupils Social Skills - Researcher
Willingness to learn
Showed kindness
Showed initiative
Showed patience
Followed directions
Showed respect for themselves, others and property
Showed good manners
Helped others
Participated in activities
Good attitude
0
0-2 None of the time

4 Less than half of the time

2

4

6 Half of the time

6

8

8 Most of the time

10

12

10 All of the time

Dining - Pupils Social Skills - Principal
Willingness to learn
Showed kindness
Had good table manners
Showed patience
Followed directions
Showed respect for themselves, others and property
Showed good manners
Helped others
Participated in activities
Good attitude
0
0-2 None of the time

4 Less than half of the time

2

4

6 Half of the time

6

8

8 Most of the time

10

12

10 All of the time

Dining - Pupils Social Skills - Researcher
Willingness to learn
Showed kindness
Had good table manners
Showed patience
Followed directions
Showed respect for themselves, others and property
Showed good manners
Helped others
Participated in activities
Good attitude
0
0-2 None of the time

4 Less than half of the time

2

4

6 Half of the time
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6

8

8 Most of the time

10
10 All of the time

12
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List of Employability Skills and Discipline Specific Training
1.
2.
3.
4.
5.
6.

Perspectives on Child Family and Community complete (10 ECTS).
Research Methods complete (5 ECTS).
Introduction to Pedagogy complete (5 ECTS).
Research Integrity complete (5 ECTS).
Childhood in Context (10 ECTS).
Recognition of Prior Learning approved (10 ECTS).
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